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VA Description and Initial Evaluation of the
Undergraduate Internship in Student Development
at the University of Massachusetts/Amherst
Allen Greenbaum, B.A., Queens College, New York City
Directed by: Dr. John Wideman
This paper is divided into two sections. The first is a detailed
description of the Undergraduate Internship in Student Development. The
second part is an initial study of the effects of this program on the
students who became involved as Interns during the '73-' 74 academic year.
The initial section describes how the program grew out of a
conclusion, by a staff member of the Student Development Center, that
there are three consistant areas of stress for first year students:
Interpersonal relations, planning for living, and learning how to learn.
Out of these observations grew the Internship in Student Deveopment
which consists of twelve undergraduates committing themselves to a year
long program whose goals are the delivery of psychological education
services to first year students, and the training of the Interns.
The primary vehicle for the delivery of this service is a psychology
course. The College Experience . This course, focusing on the first year
experience, aids students in examining the areas mentioned above, in terms
of knowledge, attitudes, and behaviors. The Interns are an essential
aspect of this service in that they lead the discussion sections which
are central to the course.
Included in this section of the paper is a brief history, a des-
cription of the services provided, a review of the training procedure,
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and a summary of the directors' theoretical orientation. This includes
an examination of the first year experience, and a description of the
behavioral
-humanism approach used to examine interpersonal relations and
life planning.
The second section of this paper is a study designed to explore
the effects of the Internship on the twelve undergraduates who commit
themselves to this year long experience. Five hypotheses were developed
which examine these effects with respect to psychological orientation,
interpersonal competencies, and helping styles. A number of standardized
instruments were administered in a pre- post- fashion, to Interns and a
comparison group of dormitory counselors. Specifically, the instruments
used were the Personal Orientation Inventory (P.O.I.), the Rotter I-E,
the Interpersonal Relationship Rating Scale (I.R.R.S.), and the Helping
Relationship Inventory. In addition, data were gathered from the Interns
through interviews, journals, and papers.
While none of the instruments recorded any significant movement,
they did indicate movement in the desired direction. The reports of the
Interns also generally indicated growth, and these two sets of data are
examined with respect to how they support and contradict each other.
One of the conclusions which grew out of this study was that it was im-
portant for the training aspect of the program to focus further on the
individual and his/her interpersonal style.
The final chapter draws upon much of the data outlined previously
to develop eight guidelines which the author believes will be extremely
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CHAPTER I
INTRODUCTION
Institutions of higher education are coming under increasingly
close scrutiny with respect to goals, potentialities, short comings,
and general responsibilities to the larger society. At the same time
as these institutions are beginning to respond to new student popula-
tions and expanding the types of educational experience available, the
institution's value to those attending and to the general public is
being questioned. This paper presents a model program which speaks,
in a unique way, to a concern central to many of the questions being
raised: How does higher education aid students in becoming mature
and productive members of their societies?
While not addressing all aspects of this theme, the program direct-
ly acts on one of the dimensions which is of high importance to many
involved with today's student - the student's mental health and psycho-
logical education. In addition to presenting a program which focuses
on this theme, a number of key concepts are presented which are funda-
mental in the development and survival of such undertakings.
Many studies (Grannis, 1967; Jackson, 1968; Mosher and Sprinthall,
1971) have shown that all educational systems, often in a hidden manner,
"affect how a student sees himself, his competencies, and his worth and
prospects as a human being" (Mosher and Sprinthall, 1971). This reali-
zation has been responded to in a number of different ways. Ralph Mosher
and Norman Srpinthall in describing the goal of a three year study of
2psychological education state that: "Our objective is to make personal
development a central focus of education, rather than pious rhetoric at
commencement, a second order concern of the English curriculum, or the
private guilt of committed teachers and counselors." Restated in a
positive perspective, their goal is "deliberate psychological education"
(P- 8).
While it can be argued that the role of higher education should
not be concerned with the "personalities" of the students, but rather
limit itself to the transmission and discovery of knowledge, this posi-
tion becomes totally unrealistic when one realizes that the question is
not whether our educational system should deal with psychological
development but rather how. It is one of the realities of life, which
educators must face, that all educational systems have an impact on the
psychological development of their students. Once this position is
accepted (and the author finds it impossible to reject), the question
becomes how higher education should approach this topic.
Many psychologists, educators, and futurists (Mosher and Sprinthall,
1971; Rogers, 1961; Sikes, 1971; Toffler, 1970) have written about the
importance of the development of individuals who are capable of dealing
with a rapidly changing world composed of numerous and far-reaching
alternatives. These individuals need a strong sense of who they are, a
clear idea of their goals and values, and the capacity to be self-
directed in the development of a lifestyle which will be productive for
them. All of this is too much to be left to the "hidden" or arbitrary
curriculum of higher education, but must be a deliberate focus. This
is not to say that the development of morally and emotionally sensitive
3human beings is complete education, but rather that it is sorely missing
in our present institutions and curricula.
What is this concept called "psychological education" and what
benefits does it have for the individual? Dr. Allen Ivey and Dr. Alfred
Alshuler recently stated (1973) that psychological education "is a new
curriculum area in which people learn about and understand themselves
and more effectively get what they want" (p. 588). Ivey (1973) goes on
to state that the goal of psychological education is to increase an in-
dividual s intentionality . " Intentionality is defined as a "general
competence in which people have the ability to develop numerous alter-
natives for achieving their particular ends." The process generally
used by educators to reach this goal is to "teach one or more of the
existing psychological education courses in which content is solely
psychological" (p. 592).
This paper is a review of a program with this focus for first year
students at the University of Massachusetts at Amherst. The Undergra-
duate Internship in Student Development is an attempt to aid a signifi-
cant number of first year students in their psychological growth. This
program focuses directly on the goal of intentionality with respect to
its two areas of concentration - interpersonal relations and planning
for living. In the first area it attempts to aid individuals in increas-
ing their range of interpersonal competencies in order that they may
develop the types of relationships they desire. The latter area of
concentration attempts to aid students in deciding on what they want
from their college education through the development of planning and
4decision-making skills.
The method of delivery in this program is, as suggested above, a
psychology course: The College Experience: Interpersonal Relations and
Pl anning for Living
. The primary source of personpower used to deliver
this and other services is a group of twelve undergraduates who commit
themselves to a year of training, supervision, and delivery of service.
The Interns receive 24 academic credits for their involvement. The
label "Interns'’ used throughout this paper refers to this group of
students
.
At this point it is important to present the format of this paper
and the basis upon which it has developed. The birth and consequent
growth of the Undergraduate Internship in Student Development has its
roots in a number of different places. The major impetus for the program
was the previous learning, both theoretical and practical, of Dr. Slovin
and the author. This experience coupled with the desires and needs
of the students participating in the program, and the findings and
theoretical presentations of others in related areas, grew together to
form the foundation.
Since this program is not based purely on a logical building of
research findings, the theory presented in Chapter III is not presented
as a justification for the program. It is rather to share with the
reader how these theories were acted on as indicators of possible
directions, and at times as confirmation that the direction we were
moving in had been found rewarding by others. In order to communicate
to the reader the developmental process of this program the author
5decided that it was important to use the second chapter to present the
goals and motivations of the individuals initiating the program, how the
needs of the community were assessed, and how these combined into an
actual program. A detailed picture of how the program operates this
year (service, training, etc.) along with initial data reflecting on
the delivery of service is also presented.
Chapter III is a summary of the theories and research findings
which have been used as guides in our work. A presentation of the
program as a logical out-growth of related literature would rob it of
its organic growth (built on theory, personal reflection, and experi-
mentation) which is central to its operation and present status.
The second section (Chapters IV and V) examines the effects of
the program on the helpers - the Interns. Since one aspect of this
program is an intensive, year long, educational experience for a small
group of students, it is essential to examine the impact of the program
on them. Chapter IV includes the scope of the study and the process
used. The fifth chapter is a presentation of the data collected and the
conclusions
.
The final chapter is a presentation of guidelines to be used in
the development of similar programs in future higher education systems.
It is an attempt to take the learning from this project and use it to
build systems which will deal directly and effectively with the psycho-
logical education of students.
It is extremely important that the presentation of the program and
an initial evaluation be presented together, in that without one of them
the value of the other is greatly reduced. The presentation, without
6the evaluation, would leave the reader with a clear idea of how the
program operates, but without any basis for making decisions concerning
its effectiveness, except personal reflection, and an evaluation without
a clear picture does not give the reader an opportunity to really under-
stand the data and/or reproduce the experience. Through the examination
of the program from many perspectives, an understanding of the strengths,






A DESCRIPTION OF THE PROGRAM
This initial chapter will attempt to give the reader a full picture
of the Undergraduate Internship in Student Development. First a history
of the program is presented, describing how it is rooted in life experi-
ences at the University. This is followed by a description of the
services provided, the selection procedure, and the training process.
In addition, initial evaluation data is presented.
Contrary to traditional formats, the presentation of the program
is being made at the outset of this paper in order to provide a sense of
unity and an overview for examining the various components of the whole.
Like any action-based program, this one draws its energy and fundamental
principles from a number of different theories and research findings.
History
In September, 1971, Dr. Theodore Slovin was hired as a community
psychologist within the Student Development Center of the University of
Massachusetts at Amherst. In this capacity he worked with the residen-
tial area personnel on human services issues relevant to making the
residential areas a healthy and productive environment for students.
During his first year in this capacity he became increasingly concerned
with the amount of responsibility, training, supervision, and reward
that the student residential counselors were receiving. In addition to
many bureaucratic responsibilities (keys, inventories, etc.), these
counselors were available for personal counseling, worked at developing
9community spirit on the corridor, and served as an educational resource.
He also began to recognize recurring areas of stress for a significant
number of students. Simultaneously, Dr. Slovin worked with a group of
students who had entered the University four months previously and had
participated in the University’s orientation program. Again he came
away with the impression that there were consistent areas of stress for
entering students, and also with the belief that the Student Development
Center could provide a valuable service by facilitating the students’
struggle with these issues.
The areas of stress Dr. Slovin saw and heard about can be placed
into three basic and broad categories.^- The first centered around the
entering student's relationship with the people important to him/her.
This includes parents, back-home friends, faculty, new peer groups,
roommates, lovers, and most importantly him- or herself. It is impor-
tant to remember that for the vast majority of the entering class, coming
to the University is the first major break from home; from an environment
which was often supportive and at least familiar. In the move to the
University the student is not only leaving his/her parents, but also a
familiar school, friends, and authority figures. In effect the student
is in a position of starting all over again - either in improving on the
previous situation or in reestablishing a comfortable one. Therefore,
the entering student has suddenly increased the range of choices con-
1. This section deals with Dr. Slovin 's conclusions with respect to
areas of concern for students, based on previous readings and impres-
sions from the immediate experience. A review of the literature
concerning stress in first year students is found in the "theoretical"
sections of this paper.
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cerning the nature of the relationships s/he builds. All of these
concerns have been brought together under the heading interpersonal
relations
.
For a first year student, coining to college probably means the
conclusion of direct parental supervision of his/her life style. This
increased freedom from parental controls leads to increased options and
implicitly to the need to make more decisions. This freedom manifests
itself in many areas: A new peer group, increased options for sexual
relations, special programs, courses, majors, eating times, sleeping
hours, etc. While this new opportunity to have increased control over
one's life can be exciting and challenging, it also has the potential
of being a frightening and immobilizing experience. Therefore, the
question, "Am I making the best decisions for myself?" or "How do I go
about choosing?" becomes a central issue in some students' minds. This
is the second area of concern - decision making
.
The final area of stress Dr. Slovin identified can be labeled -
learning how to learn . It is true that a student may come to college
for many different reasons, yet the one thread running through most
motivations is a desire to learn. It may be a desire to learn the
necessary skills for an occupation, to learn about oneself, or just to
learn for the sake of learning, yet the common dimension is to add, in
come way, to what is already there. Paralleling these individual
reasons for attending the Unviersity is the wide range of educational
alternatives open to the student. This stretches from which courses to
take, to deciding which type of alternative education programs might be
11
appropriate. All of these require the student to look at him/herself
and begin to ask questions like: "How do I learn best?" "Alone, in
small groups, or in large classes?" "Do I need to actively participate
before I understand a concept?" "What is it I need or want to learn?"
The conclusion that these are important areas of consideration to
a significant number of first year students is not one that Dr. Slovin
arrived at in isolation. A number of modern educators and psychologists
have sited these areas, often under different headings, as not only
legitimate concerns, but perhaps as the core of today's educational system
(Berne, 1964; Gordon, 1970; Hazen, 1968; Morimoto, 1971; Rogers, 1972,
1969; Sikes, 1970; Tofflet, 1970).
Based on these findings. Dr. Slovin set out to develop a program
whose goals were to focus on the "development of personal and inter-
personal competencies...." (Appendix A) of entering students, and the
development of support groups for these students so that they would have
an opportunity to share their experiences and develop a support network.
In summary. Dr. Slovin, after working with students and finding
support in the literature, decided there was a need for a program which
would focus on the psychological education of first year students. More
specifically, this program would aid individuals in increasing their
competencies in the areas of interpersonal relations, decision making,
and learning how to learn. An important part of this goal would be the
desire for freshpersons to have an opportunity to share and explore their
experiences at the University with other first year students.
12
Initial Decisions
Once the decision was made that there was a need for a formal and
general program of psychological education for first year students, a
number of questions arose: 2
Who should be the primary focus for the delivery of the
service?
Who would provide the person power to deliver the services?
In what form would the services be delivered?
Focus for services : In developing specific objectives for the
program it became necessary to choose from a number of possible groups:
Dorm Counselors
Heads of Residence
All the first year students in a particular residential area
A pre-selected group of first year students
A self-selected group of first year students
After reviewing the positive and negative aspects of each group,
the decision was made to focus on a self-selected group of first year
students for the following reasons?
The program was being supported by funds collected from
first year students.
We would have a direct opportunity for feedback on our
assumptions concerning the needs of the students and on
2. At this time the author became involved in the Internship. Dr. Slovin
recruited his assistance because of previous experience in working
with first year students and because of an expressed interest in the
role of peer support in students' lives. For the next three
years.




the mechanisms developed to meet those needs.
A self-selected group would be more highly motivated and
therefore increase our chances for success.
Person power : As was mentioned previously, one of Dr. Slovin's
initial concerns centered on the amount of responsibility, training,
supervision, and reward the student residential counselors were
receiving. There was also evidence in the literature (Clement, 1971;
Gribb and Webb, 1967; Pyle and Snyder, 1970) and in the fact of actual
programs on campus (Southworth and Slovin, 1973) that undergraduates
could effectively facilitate the learning of their peer group. With
proper training and supervision it was decided that a group of upper-
classpeople could and would be the source of person power. Additional
benefits of this approach would be that it provides a valuable learning
experience for this group of people and information on peer helpers.
This decision led to the birth of the Undergraduate Internship in
Student Development.
Form of delivery: Once the population group and person power were
identified, the next question addressed was how to best use the Interns
to deliver this service. Again, a list of alternatives was generated,
e.g., a course, workshops, counseling sessions, colloquia. For the
following reasons, it was decided to use a three credit course format
entitled The College Experience .
Any other option would necessitate competing with students'
full course load (credit reward system).
Interpersonal relations, decision making, and learning how to
learn are legitimate educational areas and it is important to
14
present them as such.
A course approach was the most efficient bureaucratic
mechanism available.
How these three decisions tie together to form a program in
psychological education is presented in the following pages.
Services Being Provided
The primary goal of the Undergraduate Internship is to provide the
person-power necessary to extend psychological educative services to the
student body. As the program evolved, these services have developed
into four major areas. The primary one is a psychological education
course. The College Experience (A., below). Interns also provide ser-
vices through their specialization groups (B.), and a more informal use
of their skills by the residential community (C.). The overall program
provides services in the form of institutional input to the rest of the
University (D.).
A. The College Experience - The primary vehicle of delivery is
a psychology course. The College Experience - Interpersonal
Relations and Planning for Living . It has been offered for the
past four semesters, with its target population being first year
students. The goals of the course are:
1. To introduce students to the concept of examining their
interpersonal styles and competencies, on intellectual,
affective, and behavioral levels. In addition to simply
sharing information with the students concerning interper-
sonal relationships, the course focuses on having the
15
students examine their styles, and also "try on" some new
approaches to relating in order to increase their range of
alternatives when entering a relationship.
2. To have students begin to examine, in q personal way, the
dimensions of life planning. Upon entering college, students
are forced to make many more decisions with respect to their
immediate lifestyles and future intentions. An examination
of the dimensions of good decision making will aid the student
in making the most effective choices.
^
Format : The course is divided into two types of meetings, the large
group (100 people), traditionally known as the lecture, and smaller dis-
cussion sections (10 - 15 people) . Each group meets once a week for
approximately one and one-half hours.
At the large meeting, which Dr. Slovin and the author coordinate,
there is an introduction of a concept, e.g., listening, self acceptance,
values, etc., through a mini-lecture, an exercise for greater personal
understanding, and frequent use of audio-visual materials. It is the
coordinators' goal that this large meeting be a place where issues are
introduced and examined by the community. An example of this process
is the session used to examine the impact of non-verbal communication.
The first five students who arrive form a greeting line for the
3. As indicated previously, "learning how to learn" was found to be a
third area of concern for first year students. Dr. Slovin and the
author quickly found, during the first semester of the course, that
all three topics could not be adequately covered. Since then "learn-
ing how to learn" has been dropped as an explicit goal and section of
the syllabus, yet the course has been structured in a manner which
would make the entire experience one where the student gains insight
into his or her learning styles.
16
rest of the students as they enter. Each of the five students has a
number pinned to his/her chest and a different message they are to non-
verbally convey to the entering students. The messages are "I’m glad
you’re here," a formal "hello," "I'm nervous about this," "I really like
you," and "I don't want to do this." After going through the reception
line, each student is to list what s/he thinks each of the greeters
is saying. In the past, as we talked about the experience, the dis-
cussion has moved from a general rap concerning the vagueness of non-
verbal communication into a very personal and revealing discussion
centering on men expressing feelings toward each other, both privately
and in the presence of women.
In the weekly discussion groups there is usually a structured
exercise or some other stimulus to aid the students in exploring their
own knowledge, attitudes, and behaviors with respect to the issue of
the week. These people usually become quite close, and at times the
sharing is intense. An example of a discussion section follows:
For the week where the topic is self disclosure, the participants
are asked to form diads and to participate in an exercise called "A Trip
for Two." 4 In this exercise each person is asked to complete fifty
statements which become increasingly self revealing as the list con-
tinues. The students generally get excited by the experience and begin
to feel how self disclosure can bring you closer to another person.
Syllabus: Outlined below are the areas which are introduced
during the fourteen weeks of the course. Generally the first half of
4. Adopted from Dyadic Encounter, Handbook of Structured Experiences ,
~
Volune I, Pfeiffer, W. and Jones, J.
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the course deals with interpersonal relationships and the second half
with the dimensions of life-planning and decision-making.
Week I - Introduction to the Course - Here students are told why
this course was developed, how it will operate, and what is ex-
pected of them. A teambuilding process is also initiated in the
discussion sections.
Week II - Self Identity - The issue of who each of us is, is pre-
sented as a critical part of interpersonal relationships.
Week III - The Process of Goal and Value Clarification - Through
presentations and experiences the concept of understanding our
goals and values as an aspect of self identification is introduced.
Week IV - Communication and Loneliness - Loneliness is a major
issue for many first year students and is examined with respect to
al oneness and communicating.
Week V and VI - Communication Dimensions and Skills - Some of the
dimensions of communicating (non-verbal, openness-closeness,
listening) are presented with the exploration of specific skills
which students are encouraged to explore (reflective listening,
self-disclosure, non-verbal understanding, expressing feelings).
Week VII - Conflict Resolution - Conflicts are presented as an
inevitable aspect of interpersonal relationships. Their potential
for strengthening or weakening relationships is explored. Diag-
nosis of lose-lose, win-lose, and win-win resolution styles is




Week VIII - Individual Difference - The issue of how we react to
the differences between individuals and groups of people is
introduced, with a focus on racism and sexism.
Week IX - Self Direction - What are the forces operating which aid
and prevent us from making our own lives?
Week X - University Options - By presenting options available at
the University which most of the students are unaware of, the point
is made that we often limit our choices through a lack of informa-
tion.
Week XI - Decision-Making Process - Goal Analysis - An outline of
a decision-making process emphasizing how a complete understanding
of the situation or problem is necessary in order to make good
decisions
.
Week XII - Creativity and Generating Alternatives - Looks at how
we can be more creative in examining our decisions. Some specific
creativity mechanisms are introduced (association, brainstorming,
checking assumptions).
Week XIII - Alternative Lifestyles and Futures - Decision-making
and self-direction are explored with respect to making one's own
life
.
Week XIV - Summary, feedback, and say good-bye.
It is important to note that while everything is placed neatly in
a weekly box in the preceeding pages, this is not what occurs in reality.
There is generally an overlap in topics and discussion sections may be
19
covering items the week after the one noted above.
There are a number of other dimensions which are important when
examining the course:
Grading: Since grades are a part of the academic educational
structure of the University, the coordinators are placed in the position
of having to give students a grade. Tests are not seen as a positive
dimension for the course and therefore a contract grading system has
been developed which spells out what is expected from students for every
grade level. One of the problems encountered during the initial semes-
ters was that a number of students took advantage of the contract by
doing the quantity of necessary work but of poor quality. This left Dr.
Slovin, the author, and the Interns feeling cheated and caused them to
make a modification in the contract which gives the Interns more sub-
jective power in determining final grades (Appendix B)
.
Journals : As part of the contract, all students are required to
keep a journal where they are asked to record "an ongoing account of
your ideas, feelings, impressions, or experiences, that grow out of this
course, or anything else you would like to share" (Appendix B)
.
These journals are handed in every other week, the Interns read
them and respond. In their responses the Interns reflect back what the
student wrote, raise questions to probe further, or talk about related
experiences in their lives. The contents of the journals varies widely,
with different individuals feeling different levels of comfort with this
manner of self-disclosure. Overall, the students find the journals re-
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warding (82% found keeping a journal helpful and 98% felt the Interns
put helpful time and effort into writing worthwhile responses - Appendix
C)
,
perhaps because it is a rare opportunity for the students to share
part of themselves and receive direct feedback.
Interns : For all essential purposes the Interns are the "teachers"
in the course. They lead the small discussion sections which become the
core of the course, they are responsible for the grades, and they read
and respond to the journals.
Since the discussion sections are located in and populated by
students from one residential area (the University has five residential
areas)
,
the students in the course often become involved with each other
outside the course, and on occasion come to the Interns for one-to-one
counseling.
Evaluation : This course has been taught for four semesters to
approximately 350 students. During this time three course evaluations
have been administered, the latest one covering the Spring '74 semester.
For this evaluation a strong effort was made to get every student’s
reaction to the course (98 out of a class of 103) . The results of the
data are summarized below. The full evaluation results and form are
located in Appendix C.
1. Did the course aid the students in the areas of interpersonal
relations and planning for living?
The data from the questionnaire clearly indicates that for
most of the students the course was a meaningful experience. More
specifically, 63% felt the lecture was helpful (Q. #4) and 89%
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responded similarly with respect to the discussion sections (#23).
With respect toward the topics covered, interpersonal relations
and life planning, 89% and 80% respectively found them valuable
(#29, #30). And finally, 54% said they would probably take the
course without credit (#6) and 71% gave the course an "A" (#32).
2. How successful was the use of peers as teachers?
Once again the data strongly supported the idea that the
Interns could be effective teachers. Ninety-eight percent felt
that the Interns had put time and effort into writing worthwhile
responses to the journals (#15) and only three percent felt the
Interns didn't have the ability to lead meaningful discussion
sections (#20)
.
3. How clear were students with respect to what the course focused
on and how relevant was the work with respect to those objectives?
This question was crucial since one of the early failings of
the course was the vagueness with which it was presented at the
beginning of the semester. It appears that over the four semesters
there has been great improvement in this area with 89% and 78%
respectively stating that the objectives of the course were clear
to them (#14) and that they were aware of what was expected of
them at what times (#5). This is in contrast to 40% and 47%
responding similarly two years before.
There is also some indication of success in making the course work
relevant to the students with only nine percent stating that the
things they have done for the course are just "busywork" (#27)
,
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while S9°o felt the course requirements were related to the
objectives (#8).
In reviewing the data it seems possible that students reacted in
an overly favorable manner. There are, however, a number of items which
indicate that students were giving fairly honest reactions. For example,
41 o stated that they had missed three or more of the lectures (#31), a
figure compatible with our actual attendance, and 43% stated that they
spent less time and energy on this course than on their other three
credit courses (#33). It is the author's feeling that to a slight
extent students did give the course the "benefit of the doubt" because
of the personalized nature of the experience but to a much greater
degree this evaluation is an accurate picture of how The College Experi-
ence is viewed.
The type of evaluation used is only one possible perspective in
looking at the impact of the course. During the following semesters it
is the coordinators' intention to attempt to get a more specific grasp
on what students take away from the experience.
B. Specialty Groups - A second method used to provide service to
the University community is through specialty groups. For the
second semester of the program. Interns are asked to choose areas
they would like to explore further. In these groups. Interns
commit two to three hours to a seminar on theory, as well as work-
ing on an outside project. For this past semester the three
specialty groups were Community Development, Life and Career
Planning, and Organizational Development. Some of the projects
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which grew out of these groups are:
working on a vocational guidance program
working on the reorganization of a residential area
staffing a residential counseling center
conducting workshops for a dorm
teaching a counseling course
conducting life planning workshops
conducting workshops on resume writing and interviewing
selecting next year’s Interns and planning their initial
training
C • Informal Services - As with any other resource in a community,
as more people got to know some of the Interns' skills, they en-
listed their aid. Three examples of this:
One of the Interns living in a dorm was asked to sit in on a
staff meeting and be a process observer. Some of the staff
had become dissatisfied with their meetings and wanted some
help in making them more profitable.
A second example involved one of the Interns being called in
by an area Head of Residence selection committee to role-play
a potential candidate in an interview situation. He then
gave the group his reactions to the process of the interview.
A third method of informal service was that the Intern was
available for students to talk to. On the average, two
students per semester sought out each Intern for consultation.
D. Institutional Input - On a systems level the Intern Program
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provides a service along two dimensions.
First, it is an experimental laboratory. Over the last two
years it has been very valuable to work with the Interns, see their
reactions to particular experiences, find out what they did and
didn t learn, explore what their needs were, and generally develop
a picture of what this year-long experience meant to them. Through
this process the coordinators have been able to gather information
concerning the needs of student helpers and also have a feel for the
effectiveness of available resources.
The program is also beginning to serve as a potential model
for other "peer helping services" on campus. Two residential areas
have expressed interest in incorporating aspects of this model into
their counselor programs. It has also become a valuable opportunity
for the entire University to be exposed to an alternative education-
al approach.
Selection Procedure
One of the crucial aspects of any program is the personnel avail-
able to carry out the program, and therefore the selection and training
aspects are of the utmost importance. For this reason and because the
author feels that in many ways the selection process reflects the learn-
ing and training philosophy of the entire program, it will be presented
in detail.
For the first year of the program. Dr. Slovin and a colleague
interviewed and selected Interns from applicants to the summer orienta-
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tion program. This led to a relatively limited number of students to
select from and did not give the entire student body access to the pro-
gram.
During the following years the following process has evolved. A
group of Interns, who are participating in an Organizational Development
specialty group, take responsibility for advertising, selecting and con-
ducting the initial training for the next year's Interns.
In order to increase student access to the program, applications
and a description of the program are sent to all dormitories, appropri-
ate academic departments (Education
,
Psychology, etc.) and University
agencies (academic counseling, mental health, etc.). In addition, con-
tacts are made with important interest groups and other potentially
isolated organizations - the major women's center on campus, and a third
world education program. All this material is sent out so as to be
available to students at the beginning of the Spring semester.
The Interns also develop a method for screening applications and
set up an interviewing procedure. After conducting the interviews.
Interns and staff members prioritize the list and select the top twelve
as the following year's Interns.
One of the criteria used in the selection which deserves some
mention from an organizational perspective is that preference is given
to sophomores over juniors. The logic behind that decision is that
sophomores have the potential of being available the year following the
program to provide additional service.
As stated above, this procedure contains some clear examples of
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the learning philosophy of the program.
1. The Interns become involved in a real and important task.
2. The Interns are not sent out to do a job by themselves.
Throughout the entire process the Interns and supervisors
decide in which areas they need training and practice, e.g.,
interviewing techniques and styles, and they receive super-
vision and feedback.
3. The Interns are trusted to make wise decisions. Whether
or not they make the wisest decisions possible is an important
point to consider. While the coordinators have no hard data
to answer yes or no, their observation is that while some
misjudgments probably occur, the Interns do at least as well
as the coordinators would if they were making the choices.
4. There is an awareness of the wide diversity of students
on campus and of a real need to make the program available
to all of them.
After having participated in this process for two years, the coor-




Once the group of Interns are chosen, it becomes essential to give
them the support, preparation, and supervision necessary to carry out
their tasks. This training aspect of the program occurs in both a pre-
service and in-service manner. The following presentation of the pre-
service program starts with a description of how it evolved over the
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three years. This perspective is essential in understanding its role in
the over-all picture and also as a clear example of how the training
procedures grew out of previous learnings.
Pre-service: Since the first year Interns had had no training the
previous Spring, when the group got together in the Fall, for what was
in actuality the first time, the pressure stemming from the course
to be taught caused them to skip some crucial teambuilding activities.
The result of this was that no time was spent on the Interns getting
to know each other or the supervisors, negotiating expectations, or
exploring fears. In short, the foundation for building an effective
team was never established. The program paid a heavy price for this
omission in that the Interns never felt they were a working group; the
norm became to flee from conflict into individual sanctuaries, and mole-
hills became mountains. Repeated attempts were made by staff members
and certain Interns to reestablish more constructive norms, but this was
never, to any significant degree, successful.
Out of this frustration and disappointment, the planning group
decided that it was crucial that the new Interns spend a significant
amount of time teambuilding during the Spring, previous to the "start”
of the program. Therefore the group of Interns who had selected the
new Interns also took responsibility for designing the initial training
sessions. This responsibility included developing goals and a procedure,
running the sessions, and evaluating the results. This process was very
much in line with the learning theory of the program in that the Interns
were involved in a real task, had support and supervision, and received
28
feedback on their performance.
The goals developed for the Spring training program were:
teambuilding - that the new Interns should get to know each
other, feel comfortable, and begin to establish norms con-
ducive to a strong working team.
that the new Interns have a clear picture of the goals of
the program and the type and extent of the responsibilities
they were committing themselves to.
that the new Interns have an idea of the type of learning
style utilized in the program.
The design for meeting these goals centered around two evening
meetings and a two and a half day workshop at the conclusion of the
Spring semester. The Interns ran these meetings using a number of
approaches including exercises, short lectures, and video-tapes.
At the conclusion of the workshop the new Interns developed this
list of satisfiers and dissatisfiers
:
Satisfiers: planning time of workshop went well
old Interns showed concern
the material with respect to the course they were
to teach was well covered
they were aware of what was expected of them
people seemed to feel comfortable
positive feeling about Dr. Slovin and the author
not apprehensive about the job
Dissatisfiers: a lot of unnecessary time
meetings started late
not aware of everything which would occur in lectures
This list indicates that to a great extent the workshop was success-
ful in meeting its goals.
While there is no hard data and certainly many complicating vari-
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ables making it impossible to evaluate the long term effects of this
aspect of the training, there are some important differences in the
operation of the second year Interns as compared to that of the first
year Interns. Without entering into specific examples, the second group
of Interns had:
a greater interest in collaboration as opposed to competition
a view of the group as maturing
a greater ability to make decisions in the total group.
It is the coordinators' conclusion that a program in the Spring
similar to the one described above is essential to an effectively
functioning program the following year.
In-service : Following the Spring teambuilding and orientation
workshop, the program moves into high gear in September. For the next
two semesters the training aspect can be divided into four sub-sections.
A- Intern Meetings - For the first semester the twelve Interns
and the author meet twice a week for a total of six hours per week.
The following is a list of the areas covered followed by an expla-
nation of their relevance.
group dynamics and small group leadership - since all the
Interns lead discussion sections of The College Experience
,
there
is a felt need to examine small group interaction and the facili-
tation of effective discussions.
development of interpersonal competencies - this area over-
laps with the previous one, but takes on added perspectives since
the Interns examine their own styles and develop mechanisms to work
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on issues important to them. Interpersonal relations is the
first area of concentration in The College Experience and the
Interns are involved in developing methods of working in the
discussion sections.
life planning and decision making - the group theoretically
and experientially examines the areas of value clarification, goal
setting, gathering information, creative thinking, and assumption
based behavior. These topics are related to the Interns' own lives
and are a major part of the second section of The College Experience .
business meetings - since the Interns are working as a team
with many components operating simultaneously there is inevitably
the need to deal with some business issues.
group maintenance - this time is spent looking at how the
group interacts with respect to the topics listed above. It is
one opportunity to take the "areas being studied" and apply them
to the here-and-now
.
At this point it seems appropriate to describe the shape of the
training which occurs at these meetings. The primary goal is to aid
the Interns in increasing their knowledge and in developing the compe-
tencies necessary to act effectively from that base. The basic assumption
underlying the mode is that the Interns have more knowledge and experience
than they are aware of and that it is important for them to learn to look
inside themselves for answers as well as questions. In contrast, it
would be possible to use the entire year reviewing the theoretical and
research bases for the areas covered, but this might not lead to greater
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competencies for the Interns. This does not exclude the use of outside
sources of information such as speakers, books, tapes, etc. What it
does mean is an emphasis on the data the Interns generate. Through this
process the Interns will not only have a set of ideas, but also the
ability to act from those ideas.
The following is an example for clarification of the process des-
cribed above. One of the first concerns of the Interns was how they
were to facilitate the discussion sections of The College Experience.
The approach used to explore this issue was to have the Interns fantasize
the perfect group, list their goals for this group, and examine behaviors
which would facilitate meeting these goals. Only after this data had
been generated and examined, and a role playing session had occurred,
were the Interns given the added perspective of experts; a number of
handouts on the topic.
In reflecting on the past two years, it seems that two of the areas
listed above were not adequately covered at times. The first was group
maintenance. Since there was constant pressure to develop agendas for
the discussion sections, and never feeling like there was enough time
to explore issues fully, this area was neglected.
The second is a feeling that a good deal of time was spent flounder-
ing - that they could have used their time more productively. The author
suspects that the struggle of moving from an expert based educational
system to a self-based one, as described above, is time consuming. 5
B. Discussion Sections of The College Experience - The second
5. In the second half of this paper the Intern training meetings will be
described more fully.
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aspect of the training program is also a crucial aspect of the
delivery of service. In running the one and one-half hour dis-
cussion sections of The College Experience
, the Interns have the
opportunity to work with the skills and ideas generated in the
training meetings. Included in this is the opportunity to work
with other students in facilitating the examination of their
interpersonal styles. A number of the discussions are video-
taped during the semester and viewed by the Intern and his/her
supervisor. This is the aspect of the program where the Interns
get to "test their wings" and it is often initially viewed as the
most threatening. At the conclusion, however, it is viewed as the
most rewarding aspect of the program.
C. Supervision - Since the Interns are involved in facilitating
discussion groups
,
and because they deal with very personal and
real issues, concerns arise which are focused around the individual
Intern. It therefore becomes extremely important for each Intern
to have sufficient "air time" to explore those concerns which are
foreground. During the first year it quickly became clear that it
was impossible to find enough time in the Intern meetings to accom-
plish this. Therefore the coordinators now ask the staff of the
Student Development Center to volunteer two hours per week for
supervision of the Interns.
The working pairs of Interns (partners co-facilitating the
discussion sections) each are assigned to supervisors. In their
weekly sessions there are two primary foci. One is whatever per-
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sonal issues are foreground for them. This includes personal
issues relating to the Intern training meetings.
The second focus is on the Interns’ work in the discussion
sections. A student is hired to videotape a different discussion
section every week. This provides each pair of Interns with a new
videotape of their groups every five or six weeks. Therefore the
supervisor and the Interns, in addition to talking about the Interns'
work, have the opportunity to view a tape and examine dimensions
which otherwise would have been hidden. In the past, these tapes
have proven to be extremely valuable, and the Interns have spent a
great deal of time with them, both with the supervisors and on
their own.
D. Specialty Groups - A fourth place where training occurs is in
the specialty groups. Starting with the second semester (Spring
term), the Interns choose an area examined previously to pursue
further. For example, during the second year of the program the
three specialty groups were: Community Development, Life and Career
Planning, and Organizational Development. Dr. Slovin, the author,
and resource people from the University are recruited to head these
groups. They meet once a week during the second semester, replacing
one of the weekly training sessions. Their function is to provide
the Interns with a theoretical base and for each Intern to work on
a specific project relating to the specialty. Examples of the
projects are presented in the "services" section of the paper.
Over the past two years it has been found that this is the most
difficult aspect of the program to initiate. While Interns have
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been interested, it has been extremely difficult to get a high
yield in terms of projects. There are probably many reasons why.
It is the author's conclusion that the primary one is that through
the present structure the need for a specific project has been
placed on the individual rather than generating from a personal
desire. One solution might be to limit this aspect of the program
to individuals who have a self-generated, relatively clear project
in mind.
One final word concerning the training aspect of the program is
necessary. What is outlined above are the institutionally established
mechanisms where training is "programmed" to occur. After working
closely with the Interns for two years, the author is sure that much of
the learning occurs outside these mechanisms. Interns learn from think-
ing about the program, talking to each other, writing journals, respond-
ing to journals, and countless other ways further removed from the main-
stream of the program. While in presenting the program it is necessary
to make separations and draw lines, it is important for the reader to
remember that in reality all of this is a total experience.
35
Figure 1
A Brief Outline of the Undergraduate Internship
in Student Development
Goal_. To provide a preventative and developmental support service to
first year students with a focus on interpersonal relations,
decision—making
,
and learning how to learn.
Initial Decisions : A small group of undergraduates who commit them-
selves to a year long program would provide the person power.
The focus for the service would be a self-selected group of
first year students.
The primary vehicle for the delivery of this service would be
a three credit course. The College Experience .
Services Provided : The College Experience - a three credit psychology
course.
Specialty projects
- projects based on the interests of the Interns.
Informal services.
Institutional Input - a model for parallel programs.
Training Program : Selection of Interns
Preservice training - teambuilding
Inservice training
Intern meetings






This program, attempting to present an approach to learning which
integrates the students' present life experiences with their formal edu-
cational experience, draws upon previously separate bodies of knowledge
and theoretical perspectives. The first area is the examination of the
relationship between entering students' expectations of the "college
experience" and what they experience when they arrive on campus.
This is followed by the theoretical foundation upon which this pro-
gram's style for examining interpersonal relationships and decision-making
is based. Included are the assumptions made by the program directors with
respect to the specific population being worked with.
In the final section of this chapter, a number of parallel programs
operating on other campuses are presented in order to give the reader
additional perspectives.
The First Year Experience
In reviewing the literature with respect to the first year experience
issue, there is a clear divergence of opinion. A number of studies (Feld-
man and Newcomb, 1968; Karlen, 1969; Trent, 1965) find students generally
having only vague ideas concerning college life 6 and when asked what they
expect from college, they have little to say.
On the other side are studies (Becker, 1966; Davis, 1973, Hazen, 1968;
Pervin, 1966) which show that students come to college excited about
learning and with high expectations. Dr, George Stern £1969),
6^ All the studies presented used traditional (17-19 year old,
high school"
graduates) freshmen as the source of data. Since The College
Experience
is focused primarily on such students, this was acceptable.
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based on a study of 3,Q75 students entering four different types of
institutions of higher education, states that "only a Utopia University"
could live up to their expectations. "Freshmen in the study expected
their particular school to have more to offer in almost every aspect of
college activity, than one college in six actually provides in even one
aspect." More specifically, they "visualized that their schools would
have extensive extracurricular programs ... and their expectations re-
garding academic opportunities would have been fulfilled only at one of
the small number of highly selective elite liberal arts colleges" (Res-
nick and Heller, 1969).
This conclusion, that schools will not meet their students' expec-
tations, is echoed in the Hazen Foundation Report (1968) which in its
list of characteristics of entering students states that "students come
to college with a great deal of excitement and willingness to do work
demanded of them, but their expectations and performances usually decline
very rapidly during the first months of the freshman year" (p. 25).
These studies clearly indicate that for at least a significant
number of entering first year students, there will not be a great deal
of congruence between what they are expecting from college and the real-
ity they will encounter. There is also evidence which supports the con-
cept that this incongruency will generate stressful situations for
students (Davis, 1973; Stern, 1969).
A number of researchers have also made an attempt to identify more
specifically these areas. Dr. Kenneth Felker (1973) writes that "many
college counselors have expressed the view that if students could only
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get off to a good start at college and develop a sense of assurance and
directedness, a number of potential problems could be alleviated....
The smoothness of the transition is most often determined by the student's
ability or inability to form meaningful relationships, to make decisions
concerning courses of study and career choice, and to test skills in a
new environment. Finally, the transition usually involves the students
experiencing value conflict concerning identity" (p. 558)
The data from a nationwide survey (American Council on Education,
1971) of students entering college in the fall of 1970 seem to support
Dr. Felker's study. Eighty percent of the students stated that develop-
ing a "philosophy of life" was essential or very important to them. This
item ranked highest from a list of twenty-three items. This was followed
by "be an authority in my field" (68%) , and "help others in difficulty"
(64%) . Over half the students (55%) felt it was "important to have an
active social life," followed by 41% who stated that it was essential or
very important to "obtain recognition from peers" (p. 12).
The Hazen Report (1968) identified two primary areas of stress.
These centered on whether or not the student's enthusiasm, curiosity,
and willingness to work would be snuffed out or reinforced, and the many
issues concerned with leaving home.
In American College (1962), Nevitt Sanford speaks to the issue of
stress in the lives of the first year students. He states that entering
students grow when they are confronted with new situations or stresses
which require new kinds of behavior. This stress may be created by
leaving home, striving for the acceptance of strangers, looking at
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independence, and/or struggling to develop a lifestyle.
Sanford goes on to point out that when the stresses are too inten-
sive, or when the student has not reached the point in his/her develop-
ment where s/he can deal with the stress, the consequence is not only an
inhibiting of present growth, but also a hindrance to future growth.
In summary, it can be said that:
In general terms, the freshman is a novice in an unfamiliar
social organization and is therefore confronted with the
values, norms, and role structure of a new social system and
various subsystems. Such an experience usually involves de-
socialization (pressures to unlearn certain past values, atti-
tudes, and behavior patterns) as well as socialization pres-
sures to learn the new culture and participate in the new
social structure. The uncertainties of this learning period
are often compounded by the frustrations involved in moving
from a system where one is an established member - the former
high school community ("transition") - to a system where one
is only a novice. Therefore, regardless of the degree to
which the new college environment matches what the entering
freshman expected, he faces a variety of expected and unex-
pected academic, intellectual and social challenges.
(Feldman and Newcomb, 1968, p. 89.)
Interpersonal Relations
When examining the dimensions of the first year experience, it
becomes clear that many of the areas of "adjustment" and growth are not
unique to this time or place. The stress placed on individuals moving
from a familiar environment to a strange one, making it necessary to
confront untested expectations and establish a new home, is an ever in-
creasing aspect of American society. In fact, it is the predominant
message Toffler CL970) presents in Future Shock .
This being the case, it becomes important for the University to not
only deal with the present situation, but in addition, to aid the student
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in the development of competencies which are applicable both in the
present situation and in the ones they will surely encounter in the
future
.
Once this premise is accepted, the issue becomes how can this
service (aid in the development of life skills) be delivered in a manner
which builds on the positive potentials of stress situations and reduces
the possibility of overly stressful, retarding situations as mentioned
by Sanford (above)
. In the area of developing and maintaining personal
relationships, which is at the center of many of the concerns listed
previously, the mode of approach used by the coordinators has best been
labeled, by Carl Thoresen (1970), as behavioral humanism.
Through this approach "the concept of personal competencies will
be considered in the context of two seemingly unrelated areas: Develop-
ment in social behavior theory and techniques, i.e., 'behavior modifica-
tion' and some humanistic concepts offered by psychologists and others."
It is the goal of this approach to "provide the individual with skills
and competencies to understand himself and to manage the many environ-
ments confronting him" (Thoresen, 1970, p. 1).
The first area, social behavior theory, draws heavily on the work
of Carkhuff (1969, 1972) and Ivey (1971) who have examined the dimensions
of interpersonal interaction - looking at how individuals as part of
another's environment influence that person's behavior. This work has
resulted in the identification of specific dimensions of interpersonal
communication (i.e., open-closed), and the effects of different behaviors
along these dimensions (i.e., open ended questions).
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More specifically, along the dimension "listening-not listening" a
set of behaviors have been isolated, attending behavior (eye contact,
forward body position, and verbal following), which has been found effec-
tive (Ivey, 1971) in communicating to another the message "I am inter-
ested and I am listening to you." Other dimensions (responding, self
disclosure, questioning) have been isolated and specific skills fitted
on various points of each dimension.
One criticism of accepting this behavioral approach as a total
analysis of the communication process is that is "has too narrowly
conceptualized behavior by either external consequences (outcomes)
,
symbolic meditational process, or stimulus control. Behavior strategies
have typically ignored (denied) symbolic process and internal or covert
events" (Thoresen, 1970, p. 6).
The second perspective of the behavioral -humanist draws upon the
works of humanists to complete the picture. Many humanistic psycholo-
gists and educators (Berne, 1964; Maslow, 1962; Peris, 1969; Rogers,
1961), have written extensively concerning the optimally developed
person. "The ideas expressed by humanistic writers centers on activities
taking place within the person, such as divergent thoughts, compassionate
feelings, vivid perceptions, and actions with the environment such as
verbal and nonverbal behavior with other persons, and physical actions
with animate and inanimate objects. A key theme involves the 'freedom
of choice' - the individual making informed decisions coupled with
assuming personal responsibilities for his actions" (Thoresen, 1971,
p. 11).
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By examining the humanistic perspective in more detail, some of
the internal and external dynamics (feelings, environmental pressure,
previous experiences, etc.) which constitute it are made explicit and
the theme becomes a personal reality for individuals.
Some of the areas looked at during this examination are:
awareness of internal responses to experiences
awareness of experiences of self-worthiness
awareness of others around him/her
awareness of the capacity to respond in a wide range of ways
awareness of the potential for increased self directedness
.
Once this theme has been amplified, it is the coordinators' approach
to take it and use it as background and substance for the behavioral
dimensions listed previously. This aids individuals in deciding the
appropriateness, with respect to their values and intentions, of any of
the skills presented along each behavioral dimension of interpersonal
relating.
As an example, when examining the manner in which a person pays
attention to and responds to the other people surrounding him/her, there
develops a number of different, yet necessary, avenues of exploration.
One of these is listening.
With respect to this, some of the questions raised are: "What value
does listening to another individual have for me?" "Do I listen to my-
self?" "Do I feel listened to?" "How do I like it?" "What are some of
my values, assumptions, expectations, and fears, with respect to being
the receiver in a relationship?" (These questions might be labeled the
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humanistic ones. Through this approach individuals begin to see their
styles and identify possible areas of growth.)
The next set of questions also focuses on listening, but on a
behavioral, skill level. "What are some of the skills involved in
listening?" "How well do I listen, to myself and others?" "How can I
show people I am interested and listening to them?"
In building on the concept of listening, the next area is how we
respond to each other. Once again, a whole area of exploration is
opened up: "What are the messages I am trying to communicate in my
responses (you continue; I want to talk now; let's change the topic,
etc.)?" "What are my values, concerns, intentions, that determine how
I respond to people?"
These sets of questions are then followed by an introduction of
types of responses, what they look like, and the impact they
have on people. The intention here is to increase people's awareness
and increase the range of responses an individual can make in any given
situation.
The Polsters (1973), gestalt therapists, in referring to teaching
skills as an aspect of therapy, write: "The consequent development of
his... skill is not dependent on direct instruction but grows from his
own activities through which he discovers how to do what previously was
outside his own boundaries. A skill cannot be learned well until it is
tried out" (p. 104).
They continue on to say that "...in many instances there is a clear
44
intention to teach a specific skill, including how to use language, how
to walk, how to see, how to breathe, etc.... The therapist need not be
reluctant to teach somebody something, teaching does not inexorably mean
putting something on him which is not his own, nor must it mean robbing
him of the opportunity to learn something for himself, nor does it
ignore the fact that life is more than a specific skill" (p. 187).
In summary, the approach developed in presenting the area of inter-
personal relations combines the presentation of specific skills with the
examination of what it means to be a "fully developed person." In this
way students have the opportunity to use those skills which increase
their interpersonal competencies, in a manner they have decided is
productive for them.
As with any activity, there are many different forms of competency
and many different methods of reaching these levels. This system has
developed out of a number of basic assumptions concerning the way people
learn and some assumptions concerning the population and total environ-
ment being worked with. This second group of assumptions is crucial in
reacting to the approach, since it is implicitly stating that in a
different place or with different people the approach may be altered.
Assumptions concerning learning in the area of interpersonal
relations
;
1. The quality of interpersonal relationships is a product
of both the intentions (feelings, ideas, values, assumptions)
of the individuals involved and the capacity to communicate
those intentions clearly (interpersonal skills - listening.
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etc.)* Much has been written about the importance of
knowing oneself (Maslow, 1962; Peris, 1969; Rogers, 1972,
1961, Socrates), and how we need the skills to communicate
our intentions (Carkhuff, 1969; Gorden, 1970; Ivey, 1971).
2. In our main society there appears to be little oppor-
tunity or reinforcement to surface, examine, and experiment
with our intentions (Rogers, 1972; Sikes, 1970; Toffler,
1970)
.
3. In our main society, there is little opportunity or rein-
forcement for clear feedback which would aid us in developing
a wide range of interpersonal competencies (Rogers, 1972).
4. It is possible, in a supportive environment, for an indi-
vidual to examine his/her intentions, recognize the implica-
tions, and make a conscious decision as to their appropriate-
ness (Ivey, 1971; Rogers, 1961).
5. We have a technology which has successfully isolated and
made explicit some of the basic dimensions of interpersonal
relations. In addition, specific behavioral skills have been
isolated and it is possible for these skills to be adopted by
individuals (Carkhuff, 1969, 1971; Ivey, 1971; Johnson, 1972;
Rogers, 1972).
6. These skills (#5) are not correct ways to act but rather
mechanisms for increasing the ability to present intentions
clearly and increase the range of interpersonal behavior
available for individuals (Ivey, 1971; Johnson, 1972).
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7. These skills (#5) in order to have a positive impact,
must connect with internal, self-developed intentions (#3)
into a congruent operation (Smith, 1974; Thoresen, 1970).
Assumptions concerning the target population (first year students)
and the environment we were working in:
1. Students are used to learning from outside authorities
(teachers, books) yet at the same time they resist any in-
trusion into their personal territory. Therefore skill devel-
opment on its own is seen and experienced as phoney and a lay-
on, and on the other side, personal introspection is not seen
as really learning.
2. Our educational system has developed a high value on
"concrete" learning experiences. Simply stated, real learning
means knowing something about a topic.
3. Students are people-starved. They enjoy and value talking
about themselves and their life issues (ACE Survey, 1971;
Course Evaluation - Appendix C)
.
4. In the time available, one three-hour per week course
(42 hours), combining skill development with personal devel-
opment appears to be the most effective method of showing
students that examining relationships is a legitimate area
of concern - that it is an area of interest to many of their




The second area of concentration for both the Internship and The
College Experience is a collection of skills and perspectives brought
together under the heading, "Planning for Living."
The goal of this section is to aid the students in developing the
competencies which will increase the conscious control they have over
the directions of their lives. In Future Shock
,
Alvin Toffler (1970)
states that in order for today's students to be able to survive and find
meaning in the world of super-industrialism, it is essential that one of
the goals of our educational system be aiding people in dealing with
the over abundance of choices presented to them. "Adaptation involves
the making of successive choices. Presented with numerous alternatives,
an individual chooses the one most compatible with his values. As over-
choice deepens, the person who lacks a clear grasp of his own values
(whatever these may be) is progressively crippled. Yet the more crucial
the question of values becomes, the less willing our present schools are
to grapple with it" (p. 416).
He adds that: "Millions pass through the educational system with-
out once having been forced to search out the contradictions in their own
value systems, to probe their own life goals deeply, or even to discuss
these matters candidly with adults and peers" (p. 417). He concludes
that: "Nothing can be better calculated to produce people uncertain of
their goals, people incapable of effective decision-making under con-
ditions of overchoice" (p. 417).
Even if one does not accept the message presented by Toffler, there
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has been much data collected which speaks to this issue with respect to
today student in today's society. Dr. Vitalo (1974), in summarizing
the research, states that, "untrained students tend to be unsystematic
m their approach to problems and issues," and that "the deficiencies in
systematic problem solving skills lead to wasted time, effort, and un-
necessary misery and error. Specifically, the student's inability to
effectively solve the vital questions of ultimate career goals renders
him uncertain and unable to make important decisions in his life" (p. 34).
As "establishment" an educational agency as the College Entrance
Examination Board has also placed an "emphasis on developing specific
curriculum materials designed to help individuals learn how to make well
considered, well informed choices" (Gelatt and Varenhorst, 1973). The
result of this priority has been the development of a number of programs
on decision making, one for grades seven through ten and one for high
school and college.
Accepting as valid that decision-making and related skills are im-
portant aspects of a person's education, the coordinators draw upon vari-
ous resources to develop the syllabus. This is done by taking the works
of individuals, who had centered in on various aspects of the life plan-
ning process, and presenting their perspectives and skills to the stu-
dents. As in the section dealing with interpersonal relations, when
specific skills are involved the process focuses on tying those skills
to issues in the students' lives.
More specifically, the areas covered are:
Value clarification - Here the works of Sid Simon (1972) are used
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to aid students in defining what values are for them, what role they
play in their lives, and an initial evaluation of their value system.
Two additional areas of exploration focus on how desired values match
actual values, and how the individual's values relate to those of the
world around him/her. An emphasis is placed on how, in a world with
many different and often contradictory value systems, it is essential
for an individual to have an awareness of his/her own values when making
decisions
.
Goal analysis - "The procedure is useful in helping you describe the
meaning of the goals you hope to achieve, whether these goals deal with
attitudes, appreciations, or understanding" (Mager, 1972, p. vi) . In
addition to a value system, and at times generating from that value
system, are the personal goals individuals establish for themselves.
Whether these goals are self-generated, placed on us by others or our
culture, once accepted, the issue becomes how to move towards them.
Goal analysis is a process "to help you understand your own intentions
better so that you will be able to make better decisions toward their
achievement and be able to recognize progress and success" (p. vi)
.
Information gathering - This is a relatively simple yet essential
aspect of the planning process. It involves gathering as much relevant
information as possible, in order to make the most informed decisions.
Generating alternatives - One of the key aspects of the life plan-
ning process is generating alternatives at any given choice point. In
order to be able to have the widest range of options it is necessary for
an individual to be aware of the limits (assumptions) s/he makes concern-
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mg his/her world, and be able to move outside of these assumptions.
In Applied Imagination, Dr. Alex Osborn (1953) presents practical
approaches to improving our ability to generate good ideas.
Deciding
- This is the process of bringing together the four pre-
vious steps - value clarification, goal analysis, information gathering,
and generating alternatives. At this point it is necessary for the
individual to evaluate each alternative with respect to his/her goals,
his/her value system, the information gathered, and choose the most
appropriate one. This is followed by action steps to carry out the
chosen plan. Dr. Robert Carkhuff (1973) in The Art of Problem Solving
,
Decisions and Outcomes by the College Entrance Examination Board
(1973), both present specific strategies for accomplishing this task.
In summary, it is the goal of the program to bring the students
through the steps of a planning process while relating each of the steps
to issues in the students' lives. A quote from A Fourth of a Nation by
Paul Woodring most clearly states the importance of this section: "A
person's ability to choose, as well as his right to choose, is the
essence of freedom. How well he learns the skills involved in the
process of choosing will determine his power of self-determination, his
freedom of choice" (Gelatt and Varenhorst, 1973, p. 4).
Related Programs
In looking at a program such as the Internship it is possible to
take a number of perspectives. In the previous pages, two of these have
been examined. The first is how the program developed in its environment.
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how it took root, and the impact it had on the world around it.
The second perspective explores the theoretical orientations the
program is based upon. This includes the basic assumptions and theories
of the people creating the program, and the writing and research of
others in the field.
The third perspective, which will be presented, is a review of pro-
grams at other institutions which parallel specific aspects of the Intern
Program. The rationale for this perspective is that it is helpful to look
at what others are doing in similar situations, the conclusions they have
come to, and how their findings confirm or contradict those of this pro-
gram. It is not the intention to give a complete description of these
programs, but rather a brief introduction, and their conclusions.
Freshman courses - In reviewing the literature related to first
year student programs, a wide range of academic, non-academic, short
term, and long range programs were presented (Robinson, 1972). Summar-
ized here are three which most closely parallel The College Experience .
1. GROW: An Experience for College Freshmen
,
(Felker, 1973).
(Hiram College, Hiram, Ohio).
This course is based on the assumption that the development of
meaningful interpersonal relationships, and the ability to make clear
decisions concerning career orientation are crucial to a student’s suc-
cess in college, ’’The design of the course was based on three questions
of critical importance to young people: Who am I, Where am I going, and
How am I getting there” (p. 558),
While the instructors did not establish a control group for academic
achievement, it may be significant ”to note that the achievement
level
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of students who took the course has been consistently above average for
freshmen on campus" (p. 561). The course was also the most popular fresh-
man course, in a new curriculum at the college.
2. "A Course in Life Skills" (Vitalo, 1974). (Grant McEwen College).
"In order to eliminate student functional deficiencies, a course in
life skills has been proposed and tested. The course extends for a full
semester and involves instruction in four areas: (a) discriminating
levels of functioning on the responsive dimensions..., and the initiative
dimension; (b) communicating at effective levels on each of the respon-
sive and initiative dimensions; (c) developing systematic problem solv-
ing skills; and (d) implementing systematic problem solving skills to
resolve the issue of career choice" (p. 35).
In an initial presentation of the course, the authors arrived at
two conclusions. First they discovered, contrary to their planning,
that it took an entire semester to go through the "relating section."
Secondly, they found that, using Carkhuff's scales, students improved
significantly in relating skills.
3. "A Teacher-Counselor Program in Higher Education" (Dahms
,
1971).
This program has taken a course in Comprehensive Logic and re-
designed it so that the instructors begin to become involved as academic
and personal counselors. Through this present structure one third of the
time is spent on the concerns of students and "students are encouraged to
develop an effective problem-solving process for use in coping with their
worlds" (Dahms, 1971, p. 116).
The two most striking conclusions of this model focus on the use
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of student personnel professionals. They found that the skills these
people had became much more important in light of the focus of the course.
Secondly, they concluded that courses of this nature offered valuable
mechanisms for student personnel interventions at the classroom level.
The use of Interns - In reviewing the literature, the author did
not discover another program which closely parallels this program's use
of undergraduates to become the primary "teachers" of a course. Below
are summaries of studies which look at the effects of student-led dis-
cussion sections.
1. Clement (1971), in a study measuring learning and retention in
student-led discussion groups found that: "The use of student-led dis-
cussion groups caused improvement in student attitudes and satisfaction
without decreasing performance on examinations. This study has demon-
strated that for complex learning, the use of such groups improves re-
tention in the classroom and should be a valuable addition to any simi-
lar course" (p. 284). (The course used was an undergraduate psychology
course in perception.)
2. Innovation in Student Discussion Related Procedures (Webb, 1965)
In this program students took a course by forming a small group
with four other students. This group met weekly and through a structure
provided by the instructor, discussed the contents of the course. The
underlying theme which was presented and reinforced was that "one learns
by teaching." This program encountered many problems which were similar
to those that were experienced in The College Experience . These included
a wide range in the quality and preparedness of students, and an unfamili
54
arity and uneasiness with student centered groups.
In summary, the authors stated that: "It has become obvious to
us that a single experimental course taken in conjunction with several
regular courses does not have enough impact to shake the student from
what Gruber has called ’a learned strategy of passive acquiescence in
uncritically assimilating the material the teacher thinks is important'"
Cp- 3 ).
This conclusion is consistant with the author's observation, in
working with the Interns, that moving from an expert-based learning
style to a self-centered learning style is an intense, and at times
frustrating, task.
PART II





DESCRIPTION OF THE STUDY
The next two chapters are a presentation of a study which focused
on understanding the effects of the Undergraduate Internship on the
twelve students involved. This chapter contains the rationale for
undertaking this study, the problem statements and hypotheses developed,
the instruments used, and the design implemented for the collection of
data.
Chapter V presents the data collected and the conclusions. It
also contains recommendations, based on this study, concerning the
future of the program.
Purpose of This Study
As stated above, this is an attempt to understand the impact of the
Undergraduate Internship in Student Development on the twelve undergradu-
ates involved.
The primary reason for this undertaking is that the Internship, in
addition to being a vehicle for providing psychological education ser-
vices to first year students, is also an educational experience for the
upperclassmen involved. From this perspective it becomes very important
to determine the program's overall effectiveness and also generate posi-
tive ways it can be modified and/or improved.
A second reason, not completely independent of the first, is that
the type of educational program actualized through the Internship is
relatively new and its impact on students is not clearly understood.
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It requires that the student involve him/herself in a single undertaking
for an entire academic year and, in addition, places him/her in a self-
structuring situation. While these dimensions are not unique to this
specific venture, they are quite different from traditional educational
norms. It is necessary to examine how such a program helps and hinders
students in order to make judgments as to its appropriateness as an
educational alternative.
Problem Statements
In deciding how to approach evaluating the impact of the program,
two facts were kept in mind. First, the program requires a great deal
of a student’s time and energy, and touches on many aspects of the
student's life. Secondly, learning can occur on many different levels.
In his work, the author finds it useful to look at learning with respect
to knowledge, attitudes, and behaviors as a mechanism to clearly identify
levels of impact.
Three dimensions of the program were highlighted for examination:
psychological growth, interpersonal competencies, and helping styles.
These three "areas" were examined with respect to the knowledge, atti-
tude, and behavioral levels of learning.
In light of this, two sources of data have been tapped. The first
was a battery of standardized, pencil and paper tests, administered in a
pre-post fashion. The second source was the Interns' own comments,




The three problem statements developed are;
Problem Statement I - How does the Undergraduate Internship
in Student Development affect the psychological orientation
of the Interns?
Problem Statement II - How does the Undergraduate Internship
in Student Development affect the interpersonal styles of
the Interns?
Problem Statement III - How does the Undergraduate Internship
in Student Development affect the helping styles of the
Interns?
Hypotheses
From the three problem statements a set of five hypotheses, which
are listed below, were developed to cover the full spectrum of the pro-
gram.
I. Psychological Orientation
Since the Internship is an intensive (fifteen hours per week and
preparation)
,
year long program which focuses on issues which are cen-
tral to individuals interested in developing their personal competencies,
and in becoming effective helpers
,
it is expected that the participants
will struggle with issues that are central to their psychological per-
spectives. Coupled with this is the belief that the program provides an
environment in which the individual will benefit from this struggle.
Hypothesis IA - As a result of the Internship, the Interns
will move in a direction of positive mental health in psychologi-
cal orientation as measured by the Personal Orientation Inventory.
The model of self-actualization and hierarchy of needs as presented
by Maslow (1962 ) will be used as a definition of positive mental
health.
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Hypothesis IB - As a result of the Internship, the Interns
will have an increased sense of personal control over theforces which affect their lives, as measured by the Rotter
I-E
.
In evaluating Hypothesis IA (Figure 2), the Personal Orientation
Inventory (Shostrom, 1966) was used. "The P.0.1, consists of 150 two-
choice comparative value judgment items reflecting values and behavior
seen to be of importance in the development of the self-actual izing
individual. Such a person may be described as one who utilizes his
talents and capabilities more fully, lives in the present rather than
dwelling on the past or the future, functions relatively autonomously,
and tends to have a more benevolent outlook on life and on human nature
than the average person" (Knapp, 1971, p. 1). The items are scored
twice, first for two basic scales of personal oreintation, inner directed
support (127 items) and time competence (23 items) and second for ten
subscales, each of which measures a conceptually important element of
self-actualization. In all the twelve scales are: Time Competence (Tc)
,












Acceptance of Aggression (A),
and Capacity for Intimate Contact (C)
.
With respect to reliability, a study by Ilardi and May (1968)
reported: "The findings reported on the P.0.1, are well within the
ranges of somewhat comparable M.M.P.I. and E.P.P.S. test-retest
reliability studies (p. 68).
For Hypothesis IB, the instrument used to focus on locus of control
was the Rotter I-E (Rotter, 1966). This short instrument, twenty-nine
Intern
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forced choice questions, measures the extent to which a person views
him/herself as having control over the forces which determine his/her
life. The instrument is so designed that the higher the score the
greater the tendency for external locus of control. This instrument has
been widely used among college students and a great deal of normative
data generated (Story, 1973).
II. Interpersonal Style
One of the primary areas of concentration for the program was the
dimensions and styles of interpersonal relationships. This was examined
with respect to one-to-one relationships, small group dynamics, and
helping interventions. Because of this emphasis, an increase in aware-
ness and in competencies was expected. In this context the word "aware-
ness" has two parallel and appropriate meanings. The first is an in-
crease in cognitive knowledge concerning the dimensions of interpersonal
relations. The second is a more personalized definition in that each
Intern will have a clearer picture of his/her own interpersonal style.
Coupled with this second meaning of "awareness" is an increased compe-
tency in skills which facilitates the development of strong, open rela-




Hypothesis IIA - At the conclusion of the Internship there will be
a higher correlation between the self perceived interpersonal style
and peer perception of that style, than at the beginning of the
program. Interpersonal style is the unique manner in which an in-
dividual interacts with other individuals.
Hypothesis IIB - As a result of the Internship, the Interns will
increase the following interpersonal competencies:
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increased acceptance of differences in others
increased ability to listen to others in an understanding wayincreased acceptance of opposing opinions of others
more open to personal feedback
more willing to discuss his/her feelings and emotions with
others
higher level of self esteem
reveals more of self
more innovative and creative
higher degree of independence
increased awareness of the feelings of others.
For Hypotheses IIA and IIB, the instrument used was the Interper-
sonal Relationship Rating Scale (Hippie, 1974). The I.R.R.S. consists
of twenty-four statements concerning dimensions of interpersonal rela-
tions, i.e., ability to listen to others in an understanding way. The
subject is required to rate the dimensions on a seven point scale. The
instrument is so designed that the Interns can rate themselves and
everyone else in the group on each of the twenty-four dimensions.
This instrument was not administered to the comparison group since
the feelings generated by having individuals rate each other was not
consistent with the operating norms of that group. The test was admin-
istered in a pre-post design to the Interns.
III. Helping Style
This hypothesis grew out of the fact that for much of the program
the Intern is placed in the role of helper, ie.e, teacher, counselor.
consultant, and organizer. Research (Jones, 1967; Rogers, 1952) has
shown that the "Understanding" mode of helping is highly unfamiliar
to non-professionals, and is, at the same time, an important aspect of
the helping process.
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Hypothesis III - As a result of the Internship, the Interns'
M„°^
helP 1"8 wiU «Wft t°«ard the "Understanding" mode.The "Understanding" mode is defined as: "A response tendency
which indicates that the counselor’s intent is to respond in
a manner which asks the client whether the counselor understands
what the client is ’saying,’ how the client 'feels' about ithow it 'strikes' the client, how the client 'sees' it. This*is the Rogerian reflection of feeling approach" Clones, 1973).
In testing Hypothesis III, the Helping Relationship Inventory was
used. This instrument consists of twenty-five client statements followed
by five possible counselor responses. The respondent is asked to priori-
tize the responses in the order of personal preference. By examining the
pattern of the prioritized lists, it is possible to make inferences con-
cerning the test taker's preferred mode of helping.
The Helping Relationship Inventory has a reliability score of .86
based on a split-half examination. There is also normative data avail-
able for professional helpers as well as individuals in other occupations.
The second source of data used in examining all the hypotheses is
the personal reactions of the Interns to their experience. This data
was collected in a number of ways:
1. After the administration of the post-tests the Interns were
given the test results and asked for their reactions.
2. Through hour long individual interviews at the conclusion of
the program.




Interns - The Interns consisted of eleven undergraduates. Six In-
terns were male and five were female. Seven of them were graduating
seniors, the rest juniors. Ten of these students were majoring in edu-
cation, psychology, human development, or a closely related field. There
was one business major.
Comparison Group
- The comparison group consisted of eight under-
graduate dormitory counselors (five males and three females)
. Five of
these students were graduating seniors, two were juniors, and one was a
sophomore. These students were selected as a comparison group because
it was felt that peer dormitory counselors most closely parallel the
Intern group, and yet have a minimum of contaminating training.
Procedure
As indicated previously, all the instruments were administered in
a pre-post design. The Personal Orientation Inventory, the Rotter, and
the Helping Relationship Inventory, were administered during the first
week of September, and all the post tests were administered during the
first week of May. The pre-test of the Interpersonal Relationship In-
ventory was administered to the Interns during the first week of October.
This delay was instituted to give the Interns the opportunity to experi-
ence each other's interpersonal styles.
The tests were administered to the perspective groups during one
of their regularly scheduled meetings. The individuals in the compari-




This chapter presents the results of the study and the conclusions.
Each problem statement is presented followed by the appropriate hypotheses,
the data collected from the standardized instruments, and the Interns' in-
dependent reflections on their learning and growth in the given area. All
of this is put forth in order to give as wide a perspective as possible
on the Intern experience.
Following the presentation of the data will be a list of possible
alternative considerations or interpretations. Some will be more fully
supported by the data than others, yet they are all presented in order to
share with the reader all the options considered.
Finally, each section will contain a number of conclusions, which
grew out of the study and relate directly to the future of the program.
I
. Psychological Orientation
Hypothesis IA : As a result of the Internship, the Interns
will move in a direction of positive mental health in psycho-
logical orientation as measured by the Personal Orientation
Inventory
.
Hypothesis IA Results : In examining the data generated by the pre-
test of the comparison and Intern groups, it is clear that there is a
significant difference (6 scales) between the two groups (Table 1), with
the Interns scoring higher. This pattern is followed on the post-test
(Table 1) with seven scales.
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Table_L. Difference Between Experimental and Control Groups on P.0.1
Pre- and Post- Tests
P.0.1. Scales Pre-Test A Sign. Post-Test A Sign
.
Time Competence (Tc) 3.9 2.61* 4.3 3 08*
Inner Support (I) 9.9 1.95** 12.4 2.50**
Self-Actualizing Value (SAV) 2.5 1.73 2.6 2 00**
Existentiality (Ex) 3.1 1.54 4.6 2.30**
Feeling Reactivity (Fr) 2.3 2.39** 1.7 1 . 14
Spontaneity (S)
.7 .50 1.8 2.00**
Self Regard (Sr)
.8 .83 1.6 1 .75**
Self Acceptance (Sa)
.2 .10 2.9 1 .68
Nature of Man (Nc) 2.0 2.09** 1.5 1.48
Synergy (Sy) 1.0 1.86**
.5 .92
Acceptance of Agg. (A) 1.9 1.08 1.4 1.44
Intimate Contact (C) 3.8 2.37** 4.9 2.71**
Capacity for
*Significant @.01 **Significant @.05
When this data is compared to that which Shostrom (1966) presents
for the normal adult. and the self actualized adult, the Interns' means
approximate those of the self actualized person while the comparison
group's means follow more closely the scores of the average adult
(Tables 2 and 3).
Table 2.





Tc 18.3 18.6 14.4 14.3
I 93.7 94.5 83.8 82.1
SAV 22.5 22.8 20.0 20.2
Ex 23.6 24.6 20.5 20,0
Fr 17.7 17.1 15.4 15.4
S 14.3 14.6 13.6 12.8
Sr 12.6 13.1 11.8 11.5
Sa 16.5 17.4 16.4 14.5
Nc 12.6 12.9 10.5 11.4
sy 7.5 7.9 6.5 7.4
A 18.5 18.5 16.5 17.1
C 20.9 20.4 17.1 15.5
Table 3
.


















When comparing the pre-post test scores for the groups through
an analysis of variance, no significant change is noted for the Interns.
However, by transforming the scores into standard scores, and placing
them on the Adult Norm Profile (Figure 3), it can be seen that the Intern
group moved slightly in the desired direction on ten scales while the
comparison group regressed on seven scales and moved in the desired
direction on four.
Figure 3. P.0.1. Profile Sheet - Adult Norms
Interns Pre-test Comparison Pre-test
Post-test o o Post-test o—
o
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In looking for the most complete measure of self-actualization,
Damm(1969) came to the conclusion that "an overall measure of the P.0.1,
can probably be best obtained by using the raw scores of the I scale or
by combining the raw scores of the I and Tc Scales" (p. 981).
When this is done for the four sets of scores, no significant
difference is found through an analysis of variance. Upon examination
it is found that the Intern group moved in the desired direction by
1.18 points (Table 4), while the comparison group dropped by 1.75
points
.
Table 4. Overall Means of P.0.1. Scores
Tc plus I scores
Pre-test Post-test A
Interns 112 113.18 1.18
Comparison 98.13 96.38 -1.75
Interns' responses to P.0.1, scores: When the P.0.1, results were
shared with the Interns, there were mixed reactions. A number of them
felt that the test results accurately reflected the changes they experi-
enced, i.e., one Intern thought that his scores accurately reflected a
drop in spontaneity, and another felt that the general increase in his
scores "held true for me."
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Other Interns felt the scores did not reflect changes which had
occurred. For example, one Intern felt she had grown more self-accepting
while the test indicated otherwise, and another woman saw a similar dis-
crepancy for herself on the independence dimension. While exploring
these apparent contradictions, it was pointed out that in May the Interns
had a much clearer and more expansive view of some of these dimensions,
and therefore might have higher expectations for themselves, which would
be reflected in lower or equal scores.
Hypothesis IA Discussion : An examination of the data generated by
the P.0.1, indicates there was no significant movement, at the .05 level,
on any of the twelve scales or on an overall measure of self-actualiza-
tion. This leads to a rejection of the hypothesis presented and an
adoption of the null hypothesis.
However, from the perspective of the Interns, there is a conflict
with this conclusion. The Interns talked and wrote of becoming more
confident of themselves, of greater independence and interdependence,
and of being more open to feedback. Nine of the Interns felt they had
grown significantly and two were uncertain.
Upon closer examination of the P.0.1, data, there is some correla-
tion with the Interns' position. Of the twelve scales, the Interns
moved in the desired direction on ten of these as compared with movement
in this direction on four scales for the comparison group. In addition,
the Interns in their personal observations, mention self-confidence most
often, and this scale of the P.0.1, was the only one found to be
significant at the .10 level (Table 5).




Source of variation SS df MS F
Between groups 18
A 23.96 1 23.96
.97
Sub. w. groups 418.39 17 24.61
Within groups 19
B 1.76 1 1.76 .29
AB 19.15 1 19.15 3.10
B x sub. w. groups 104.93 17 6.17
F Cl , 18) .90 = 3 .03
These indicators of possible growth, when examined in the light of
the lack of significant movement on the P.O.I., generate a number of
feasible considerations.
1. The Interns' indication of growth was simply a case of self-
deception and basically did not occur. It is possible that after in-
vesting an entire year in this program there is a great need for the
Interns to perceive a measure of personal growth, whether it is manifest
or not (Festinger, 1957)
.
2. The P.O.I. was not sensitive enough to significantly measure
the growth of the Interns. While the P.O.I. did indicate movement in
the desired direction on a number (10) of scales and on an overall
measurement, it did not do so to a significant level. A possible expla-
nation of this concerns itself with the high pre-test scores recorded by
the Interns. These scores made any further movement in this direction
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more difficult, and this was an early indicator that the movement of this
group would be limited.
This position is further strengthened by splitting the Intern group
in half (5 and 5) by ranking the individuals on their overall pre-test
self-actualizing scores (Tc + 1). By looking at the movement of the high
scorers as compared to the low scorers, it can be seen that this latter
group moved five overall points in the desired direction while the first
group moved 1.8 points in the opposite direction (Table 6). While the
strongest interpretation of these figures is certainly a movement toward
the mean, a secondary explanation, that those scoring lower have greater
opportunity for growth, also deserves consideration. (The comparison
group when divided in a similar manner did not follow a similar pattern.)
Observations of the Interns by the writer did point to some growth
in a number of them, although not to the extent hoped for at the initia-
tion of the program. Less growth possible occurred because of the con-
stant pressure on the Interns to produce for others, causing the focus
of the program to move further away from a personal focus than would have
been desirable.
Table 6. Overall P.0.1. Scores for Top and Bottom Halves
of Intern and Comparison Groups
Pre x Post X A*
Interns: Top h 120.8 119 -1.8
Bottom % 103.8 108.8 5.0
Difference between
Top and Bottom 17 10.2
Comparison: Top ^ 109.5 108.5 -1 .0
Bottom h 86.75 84.25 -2.5
Difference between
Top and Bottom 22.75 24.25
*Positive A = higher post-test score.
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As pointed out at the time of the presentation of the data, even
though a reasonable effort was made to obtain a matched group for com-
parison, the two groups did not score similarly on the pre-test. The
Interns scored significantly higher (.05) on six P.0.1, scales and in
fact were more similar to Shostrom's norms for self-actualized adults,
while the comparison group resembled the norms of a normal adult. There
appear to be two possible explanations.
1. The first is that the Interns, either because they had been
selected for a special program or for other personal reasons, responded
in a way which presented them in a more self-actualized manner than
would have occurred in other circumstances.
2. A second explanation of the differences would focus on the
process by which a student becomes an Intern. Since the program is a
major commitment, there is a strong self-selection process operating.
It is safe to assume that only students with a strong self-interest in
what they perceive as the goals of the program, would apply. Following
this initial screening is the selection process described in Chapter I,
in which Interns make an effort to select students who will both benefit
and be productive in the program. This entire process might result in
the selection of students who score high on the P.0.1.
In light of these two alternatives, it would be instructive to
construct a more in-depth study of the type of student attracted to a
program such as the Internship, the type of student accepted, and the
effect of acceptance into such a program on the individual.
Hypothesis IA Conclusions : 1. That further study is needed to
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determine which students in the program benefit in terms of persona]
orientation and which do not. This might include an examination of the
relationship between scores on the P.0.1, and personal growth from
experiences such as the Internship.
2. The Internship, if it is to continue with personal growth as
one of its goals, must concentrate more of its energy and focus on the
personal impact of the program on the Interns. This might include more
time being spent on how the issues raised relate to the Interns' lives.
3. In future studies there is a great need to obtain a more com-
parable control group in order to more accurately assess the impact of
the program.
Hypothesis IB : As a result of the Internship, the Interns
will have an increased sense of personal control over the
forces which affect their lives as measured by the Rotter I-E.
Hypothesis IB Results : The examination of the data, when all 22
items of the test are scored, indicates no significant shift in the pre-
post- tests for either the Interns or the comparison group (Table 7)
.
Table 7. Rotter I-E Results
Interns Comparison
Pre Post Pre Post
X 12.3 12.0 13.0 12.3
A .3 .7
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When these results are compared to the scores from previous ad-
ministrations with college students around the country six years earlier
the scores for the Interns are considerably higher (more external), how-
ever they do correspond very closely to the scores obtained when the
Rotter was administered to students in The College Experience during the
Fall, 1972 semester (Table 8).
Table 8. Rotter I-E Scale: Samples of Several Populations (Rotter, 1966)
Sample N Score
Ohio State University
elem. psych students 1180 8.29
Kansas State University
elem. psych students 113 7.73
Univ. of Connecticut
elem. psych students 303 9.22
Florida State Univ.
Blacks, psych classes 116 9.05
Univ. of Massachusetts
The College Experience 66 10.95
Dr. Mirels (1970) has done a factor analysis of the results of the
Rotter and found two independent factors. The first factor, the one
this study is interested in, measures "the respondent's inclination to
assign greater or lesser importance to ability and hard work than to luck
as an influence which determines personally relevant outcomes" (p. 227).
Since these factors are related to the sex of the respondent, it was
necessary to make computations on this basis. When the items for this
factor are scored and compared (Table 9) , there is no significant move-
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ment for either sex in either group. (There are 10 items scored for
males and therefore a top (external) score of 10, and 12 items for fe-
males with a top (external) score of 12.)
Table 9. Personal Control Factor of the Rotter I-E Scale
Interns Comparison
Males, N = 6 Females, N = 5 Males, N = 5 Females, N = 3
Pre Post Pre Post Pre Post Pre Post




Male Top External Score = 10; Female Top External Score = 12
Interns' reactions to Rotter I-E data: The Interns only received
the data which was based on the factor which dealt with personal control
of their lives. Three Interns stated that they thought the data was
accurate and five that it was inconsistant with their feelings. Of the
five that differed, four felt that they had grown more "internal" and
one felt that she had grown more "external" than the data indicated.
There was more discussion and dissatisfaction with the make-up of
this test than with any other. Many felt that the items did not provide
actual choices of perspectives. It was decided by the group that the
response that was chosen for many questions was to a great extent
determined by the social perspective used. For example:
#4. (1) In the long run people get the respect they deserve
in this world.
(2) Unfortunately, an individual's worth often passes
unrecognized no matter how hard he tries.
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#11. (1) Becoming a success is a matter of hard work, luckhas little or nothing to do with it.
(2) Getting a good job depends mainly on being in the
right place at the right time.
For item #11, if a respondent reflects on the experience of a Black
person, s/he might more likely indicate Number 2 because of racial job
discrimination in this country. Since the test asks the respondent to
respond from his/her belief system and not as each item relates speci-
fically to his/her own experience, such a shifting of perspectives is
within the rules" of the test. This type of experience led to strong
feelings of dissatisfaction with responses among the Interns.
There appears to be a valid argument for further exploration of the
validity of the Rotter I-E with individuals who have developed an ex-
panded social awareness.
Interns' reflections on their psychological growth: Listed below
are a number of quotes or summaries of statements which deal with the
psychological impact of the program. These statements were collected
from interviews and written statements.
"I am generally more confident of myself as a person^, and of my
skills .
"
"I developed more independence and a wider perspective."
"It bolstered my self-confidence."
"Got me to realize a lot of good things about myself that I
wouldn't have realized before."
More open to feedback.
"I come across stronger, more assertive, and more positive,
than I feel."
More self-confident.
"I'm not sure if it's the Internship, but I'm a lot more indepen-
dent. I go ahead and do something even if others don't like it."
"I feel more adequate."
"I came out a lot more - I've been shy all my life."
Learned to deal with frustration.
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Learned how to say no and limit myself.
"Now I accept the fact that I have problems - don't just deny
them anymore."
More self disclosing.
"1 learned that I thought independence means being on my own
with no help from anyone else."
'Because I can give help, I can receive help."
To be more accepting.
"That I have control over my life and myself."
"Not to be afraid to try things and limit myself."
"I've learned T have limits."
"I've learned ... that my values and level of awareness don't
fit everyone's needs."
Hypothesis IB Discussion : An examination of the data generated when
all twenty-two items of the Rotter I-E are scored indicates there was no
significant movement at the .05 level.
When the factor isolated by Dr. Mirels (1970) relating to an indi-
vidual's sense of personal control is examined, there is no significant
movement at the .05 level. Both of these conclusions lead to the
rejection of the above stated hypothesis.
There was a difference in opinion in how accurately the Interns
felt the Rotter reflected their movement. Three felt the information
gathered was accurate and five felt it was inaccurate, with four of the
five stating that they felt they had grown more internal than indicated.
Once again, there are a number of possible conclusions which can
be drawn
:
1. The Interns were indicating movement which was simply a case of
self-deception, and basically that movement did not occur. It is possible
to conclude that after a year in the program there is a need on the part
of the Interns to perceive a sense of greater control, whether it is
manifest or not. There were, in fact, some indicators of pressures which
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would move these students (and almost all students) in the direction of
external control.
Over the last two years two studies have been undertaken which
found certain subsections of the University population scoring signi-
ficantly more external than scores on previous studies done at different
universities a number of years earlier. This would be an indication,
although not a conclusive statement, that there is a greater sense of
external control by today's students than the students in 1956. This
conclusion, should it be found accurate, is not surprising considering
the Vietnam War and its protest, Watergate and the impeachment atmos-
phere and a bleak economic outlook.
Within this environment seven of the Interns were graduating seniors
facing an immediate bleak employment situation, while the other five saw
this as their situation in one year. It is understandable that the
students felt a great deal of pressure from forces beyond their control,
which would clearly play a large part in shaping their lives.
2. The Rotter I-E, in the context of social awareness, does not
accurately measure internal vs. external sense of control. As mentioned
previously, of all the instruments administered, the Interns had greatest
difficulties with the items of the Rotter I-E. It was pointed out that
if the respondent brought a social awareness to the instrument, it
became extremely difficult to respond to a number of items.
Hypothesis IB Conclusions : 1. The Internship, if it is to continue
with the goal of increasing a sense of personal control, must concentrate
more of its energy on this issue. As with the previous hypothesis, the
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author believes that the constant pressure on the Internship to deliver
services causes the focus to shift too far from the growth of the Interns
2. Further research needs to be conducted as to the appropriateness
of the Rotter I-E as a measure of locus of control for individuals with
a wide social awareness
,
3. There is the need for further exploration into the possible
shift in locus of control of today's college student when compared to
the student of twenty years ago. This will give increased awareness




Hypothesis IIA : At the conclusion of the Intern Program,
there will be a higher correlation between self-perceived
interpersonal style and peer perception of that style than
at the beginning of the program.
Hypothesis IIA Results : An examination of the data collected on
the pre- post- administration of the Interpersonal Relationship Rating
Scale indicates that there is no significant difference between self
ratings of interpersonal style and others' ratings of interpersonal
style, on the pre- post- administration (Table 10).
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Table 10, Differences Between Self and Others' Ratings of Interpersonal





Scale Pre-test Post-test A
1
. Listen to others in an
understanding way.
.50 .58 -.08
2. Awareness of the feelings
of others.
.60 .35 .25
3. Tolerance of differences
in others. 1.00 .75 .25
9. Reaction to the opposing
opinions of others.
.54 .75 -.21
11. Reactions to others' comments
about his behavior.
.94 1.05 -.11
12. Willingness to discuss his




14. Level of his self esteem. .90 .65 .25
16. Level of his openness.
.61 .93 -.32
21. Degree of innovativeness. .82 .81 .01
24. Degree of independence. .91 .73 .18
Hypothesis IIB : As a result of the Intern Program, the
Interns will have increased the following interpersonal
skills
:
increased ability to listen to others in an understanding
way
increased tolerance of opposing opinions of others
more open to personal feedback
more willing to discuss his/her feelings and emotions
with others
higher level of self esteem
reveals moere of self
more innovative and creative
higher degree of independence
increased awareness of the feelings of others
Hypothesis IIB Results : As Table 11 indicates, the Interns did not
rate themselves significantly high or lowor on the post-test for any of
the competencies listed above. An examination of Table 11 also indicates
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that their peers did not rate each other significantly high or lower
on the post-test for any of the interpersonal skills listed in
Hypothesis IIB.
Table 11. Pre- Post Ratings of Interpersonal Competencies on the
I.R.R.S. (Self and Others' Ratings)
Scale
Self Ratings






1 . Listen to others in an
understanding way. 6.1 6.3 .2 6.0 6.0 0.0
2. Awareness of the feelings
of others. 6.1 5.9 -.2 5.8 5.8 0.0
3. Tolerance of differences
in others. 5.7 5.6 -.1 5.7 5.9 .2
9. Reaction to the opposing
opinions of others. 5.4 5.4 0.0 5.4 5.3 -.1




5.9 6.1 .2 5.6 5.7 .1
12. Willingness to discuss his
feelings and emotions with
others
.
4.9 5.2 .3 5.5 5.2 -.3
14. Level of his self esteem. 6.1 6.1 0.0 5.5 6.0 .5
16, Level of his openness. 5.4 5.2 -.2 5.5 5.3 -.2
21. Degree of innovativeness. 5.5 5.2 -.3 5.4 5.6 .2
24. Degree of independence. 6.1 6.1 0.0 5.8 6.1 .3
Interns' reactions to the I.R.R.S. scores: The Interns were
generally surprised at the lack of movement between the pre- and post-
test scores. In exploring possible reasons, a number of Interns stated
that in October they had assumed they were aware of what constituted a
specific interpersonal competency, and also that they were fairly pro-
ficient at' it. As the year progressed they became much more aware of
what could potentially constitute a specific interpersonal skill and
this
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paralleled their increase in ability. For example. Item #1 deals with
the ability to listen in an understanding way. In October, when the pre-
test was administered, the Interns assumed they already listened in a com-
petent manner. Over the year they realized the potentiality and necessary
energy for complete listening. This interaction between increased aware-
ness and increased skill level caused the Interns to mark the same place
on the pre^ and post- tests despite an increase in skill. As one of the
Interns summarized it: "This instrument measures perception, not growth.
I am more aware and therefore more critical."
Interns' reflections on the growth of their interpersonal competen-
cies: Listed below are a number of quotes or summaries which deal with
the impact of the Internship on the interpersonal competencies of the
Interns. These comments were collected from interviews and written
statements
.
"I've had enough experience facilitating discussions that I trust
myself more."
"I've seen myself grow mainly in my abilities in dealing with
people. I think because of this year I am more willing to open
up to people than I have ever been before; I feel that I'm a lot
more open about speaking in groups, and I think that I'm a lot
more sensitive to the individual needs of people."
"I have always been in another world when people are speaking,
and I've taught myself to pay more attention and concentrate
more... now I answer questions more directly, with more thought
put into it."
"First of all, I've learned a lot about communication and inter-
personal relationship theory, the subject matter of Psychology
190 (The College Experience) ."
"I've learned more about how to display myself before an intei
-
view so a person will know who and what I am."
"
I
' ve learned more than I knew existed about group dynamics...."
"I've learned to give more of myself to others who I don't really
know well enough to take risks with."
"I gained a better perception of myself in a group setting. I
am
generally more assertive than I had any idea."
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"I also think that I am pulling down some walls I had up to
people and finding it easier to share my own feelings. It is
also nice that I'm feeling more comfortable with my physical
nature Ci-e., touching people) than I have been for a couple
of years. I just shut it off for a while."
"I've become more conscious of how I see myself and how others
see me and what that means to me."
"I'm blunter."
"I tell people to 'do this to help you learn to get along with
guys . '
"
"I’m more open to feedback."
"I recognize that in groups it takes me a while to be
comfortable - this time has shortened."
Hypotheses IIA and IIB Discussion : An examination of the data
generated by the Interpersonal Relationship Rating Scale indicates that
the Interns did not rate themselves, and were not rated by others,
significantly higher on the post-test on any of the interpersonal skills
listed above. This leads to a rejection of the hypotheses presented.
In marked contrast to this data, the area of greatest growth
presented by the Interns focused on interpersonal competencies. They
talked and wrote of being more able to deal with people, more aware of
others' needs, greater self-disclosure, and increased listening. Every
one of the eleven Interns stated that s/he had increased competencies
which dealt directly with his/her style of relating. These competencies
spread across the spectrum of increased knowledge, attitude and value
clarification, and the adoption of new behavioral skills.
Once again there are a number of alternatives possible in under-
standing this apparent conflict.
1. The Interns' indication of growth was simply a case of self-
deception, and basically did not occur.
While this is an alternative which must be explored, there is
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evidence indicating this is not so. The Interns, in reporting on this
area, were very specific in describing their learnings. For example,
one Intern spoke of writing a letter to her mother sharing her feelings
and not arguing in her accustomed manner. She also spoke of sharing her
perceptions with her boyfriend in a way which had strengthened their
relationship.
It is very clear to the author that the Interns grew in a number
of ways. Over the course of the year the manner in which the Interns
conducted themselves changed significantly. More specifically, the
Interns became more aware of process in addition to content. They
were aware of the decisions they were making and avoiding, how those
decisions were made, who was speaking, and of expressing their own
feelings and thoughts.
There is also strong indication from the students in The College
Experience that the Interns were successful in helping the students
examine their interpersonal style [Appendix C, #20 and #29). This
observation is validated in a number of videotapes of these discussion
sections
.
2. The Interpersonal Relationship Rating Scale did not accurately
measure the increase in the Interns' interpersonal competencies.
In reviewing the data generated by the I.R.R.S., the Interns
forcefully stated that their increased awareness of the capacity for
interpersonal competencies at the conclusion of the program caused them
to complete the instrument differently on the post-test administration,
and that this caused the lack of movement on the test. When asked in
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May how they would rate their competencies during the previous October,
they responded that they would be considerably lower than they had
indicated at that time.
Hypotheses HA and IIB Conclusion : There is a need for further
research, using more direct measurements, on the effect of the Intern
Program on the interpersonal competencies of the Interns. It is clear
that there is a divergence in the findings in this area, and that there
is strong indication that the instrument used was not adequate.
III. Helping Style
Hypothesis III : As a result of the Internship, the Interns'
style of helping will shift toward the "Understanding" mode.
Hypothesis III Results : Upon examining the results of the pre-
post- test administration of the Helping Relationship Inventory, it
becomes clear that for both the Interns and the Comparison group the
understanding mode is preferred (Table 12). It ranked first for the
Interns (60.2) and a very close second (68.5) for the comparison group
on the pre-test.
Table 12. Helping Relationship Inventory Results*
Intern Group Comparison Group
Mode Pre Post A Pre Post A
Understanding 60.2 52.1 8.1 68.5 59.0 9.5
Probing 71.7 69.8 1.9 64.9 73.1 -8.2
Interpretive 76.7 82.1 -5.4 82.0 83.8 -1.8
Supportive 79,2 86.4 -7.2 81.6 78.5 3.1
Evaluative 87.2 85.1 2.1 78.0 80 .
5
-2.5
* A lower score indicates a higher preference for a helping
style.
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On the post-test both groups showed an increase in preference for
this mode (Table 13). The interns increased their preference for Under-
standing over their second choice from 11.5 points to 17.7 points. The
comparison group increased its preference by moving Understanding from
its second choice to its first - a change from -3.6 points to 14.1
points
.











When examining the raw scores for the experimental group, there is
an increase of 8.1 points in preferring the Understanding mode (Table
12). For the comparison group there is movement in this direction of 9.5
points. For both groups, this was the largest change for any of the
scales
.
When converting the raw scores into percentiles which represent the
preferences of professional counselors (Jones, 1967), the Interns show
that on the pre-test they made Understanding responses more often than
25% of the norm group (Figure 4), as opposed to the 17th percentile for
the comparison group. With respect to the other four modes (Probing,
Interpretive, Supportive, and Evaluative), both the Interns and the
comparison group scored higher percentiles in all four (Figure 4), with
the highest being the Supportive mode with percentiles of 85 and 84
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respectively.
On the post-test, the Interns made the Understanding response more
often than 35% of the norm group, an increase of 10%. The comparison
group responded more often than 29% of the norm group, an increase of
12 %.
The range of the percentile scores for the Interns decreased on the
post^test from 60 to 45 with all five modes falling between the 30th and
75th percentiles on the post-test.
The range of percentile scores for the comparison group fell from
68 to 62, with two scores clustered around the 25 percentile and two
around the 75 percentile.
While both groups moved in the hypothesized direction, none of the
changes were significant when an analysis of variance was applied.
Interns’ responses to the H.R.I.: For the most part, the Interns
spent time reflecting on why they did not have a greater increase in
their preference for the "Understanding" responses. Three or four felt
that they did use that mode more often than was indicated, but usually
in combination with other types of responses, expecially supportive
(which rated on the 68 percentile, highest for the Interns).
A number of Interns gave reasons why the "Understanding" mode is
less appropriate for them than for the professionals used to determine
the norms of the profile sheet. These reasons included:
Professionals have it easier. They have offices, comfortable
chairs, control of the immediate environment, and no noise. Dorm
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o
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counselors work in their dormitory room with noise from the
corridor.
Professional helpers generally know that the person is there
for help, while dorm counselors are never sure if it is just a
friendly visit.
Interns’ reflections on the impact of the program on their helping
styles: Listed below are a number of quotes or summaries which deal
with the impact of the Internship on the helping styles of the Interns.
These statements were collected from interviews and written work.
"When helping, I used to share my experiences, how I'm more
conscious of keeping the focus on the other person."
"I feel that I listen to people more now than I did before, not
only because I want to, but because in the situation I am in I
have to be able to really know what a person is saying to me."
"I follow my instincts more than I did before."
"I have learned to listen better and more emphatically and
carefully."
"I feel more comfortable listening to people and giving the
appropriate response. I used to just listen and wonder why I
was being told. Now I understand that some people just want to
talk to somebody, anybody."
"I have learned many counseling skills: Reflective listening,
better attending behavior, open-ended questioning, creative
problem solving, and value clarification."
"Sometimes in responding to journals, it would become all too
easy to 'show them the right way' (if there is such a 'right
way') rather than facilitate their own discussion of self-
understanding. This is a dilemma in my own counseling style
I've been working at consistently for the past three semesters."
"I'm more aware of listening reflectively - and it's been helpful."
"I'm more aware of others' needs."
"now I'm blunter a lot more."
"My style is more courageous."
Hypothesis III Discussion : An examination of the data generated by
the Helping Relationship Inventory demonstrates that both groups, the
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Interns and the comparison group, showed an increase in preference for
the "Understanding mode." This parallel increase was not significantly
greater for the Intern group, and therefore leads to a rejection of the
hypothesis presented.
As pointed out above, both groups indicated a preference for the
"Understanding" mode on the pre-test (Interns - first choice; comparison -
second choice). These results parallel Jones’ (1967) for professional
helpers and would indicate a similarity in style between that group and
these two.
On the post-test both groups showed an increase in preference for
the desired mode, the Interns by 8.1 points and the comparison group by
9.5 points. The reason for this increase by the comparison group is not
clear to the author, but it would seem profitable to determine if it is
a natural movement for groups working in these situations.
In reflecting on their growth with respect to a helping relationship,
the Interns placed repeated emphasis on becoming more in tune with the
client. Interns spoke of listening more, keeping the focus on the person,
getting in touch with the other’s values, and using skills to help the
client solve his/her problems. This emphasis on focusing on the other
person is reflected in the increased use of the "Understanding" response.
After working with the Interns, it is the author's observation that
the integration of the reflective mode is a gradual process. At its
initial introduction there is much rejection of it as ineffective, in-
sulting to the client, and uncomfortable. Over a period of time there
is a gradual adoption of its use in ways which fit into each individual's
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style.
Hypothesis III Conclusion : The data gathered from the Helping
Relationship Inventory show that both groups increased their preference
for the "Understanding" mode. Further research should be undertaken to
determine if this increased preference is of a similar nature in both
groups. This would include exploring whether or not either the Interns
or the comparison group translated this increased preference into
behavior when placed in the helper role.
92
CHAPTER VI
IMPLICATIONS FOR THE FUTURE
Before presenting the implications of the learnings developed from
this case study it is essential to consider two points. The first and
most significant is that any undertaking such as the Undergraduate In-
ternship in Student Development, in order to succeed, must have its
roots and impetus in the people who will be involved and who will live
with its consequences. This means that all the individuals affected to
any significant degree must have the opportunity to draw upon the re-
sources which make the most sense to them and then generate their own
program. This does not mean that those things which have been learned
through the Internship should be placed in the back of a file drawer,
but rather that they be presented as alternatives, developed out of
previous experiences, available to be modified and built upon.
A second point, directly related to the one outlined above, which
must be considered when developing plans for the future has best been
presented as an aspect of Gestalt theory: That is, that a complete
picture involves both the foreground and the background. The future is
an unknown result of numerous forces which must be simultaneously reacted
to and created, and therefore it is necessary to be involved in the
situation and have an understanding of the dynamics operating before
making decisions as to the appropriate course of action.
In summary, the two points forming the perspective from which any
prescriptions concerning future actions must be viewed are:




All programs evolve in a social, personal, political, and economic
context, and all these dimensions are unique to that given situation and
must be considered.
Before continuing, it is important to stress that even though the
two previous points are presented in the ideal, it is necessary to
compromise them, to various degrees, in order to have a satisfactory
grounding within the prevailing system and norms. An examination of the
Internship would reveal a number of places where with both the first
year students and with the Interns this compromise has occurred. For
example, in The College Experience
,
participating students are presented
with a complete and relatively rigid skeleton syllabus. Experience has
shown that in this situation any great lack of structure leads to frus-
tration and chaos and is counter-productive to the goals. The students
do, however, have the freedom to fill in around this core as they see
appropriate. It is the author's belief that the ideal presented above
should be the initial perspective from which compromises can be made in
making ideas into reality.
Moving within these two basic positions, it was decided that it
would be most valuable to share with the reader how this study, conducted
during the 1973/1974 academic year, has influenced the Internship during
the following year, 6 and also to share some learnings drawn out of
this
experience as guidelines for the future.




With respect to the impact of this study on this year's program,
there has been one major change. The data (Chapters IV and V), even
when all the alternative interpretations are considered, seemed to in-
dicate a greater need for the training to focus on the personal style
and growth of each Intern. Since the structure of the program has the
Interns delivering services at the same time as they are being trained,
there is a constant pressure to examine every issue from the perspective
of the delivery of service as opposed to a more personal introspective
examination. This tool-gathering approach limits the effectiveness of
the Interns' delivery of material, in that through this approach the
material runs the danger of being presented as topics independent of
self. If, however, the Intern can present the issues as real for him/
her, it increases the chances that the students will feel more open to
a similar examination. In addition, a personally involving learning
experience for the Interns will allow them to use their learning in
experiences where they are not in the formal teacher role.
An example of this type of learning experience occurs during the
exploration of the role of conflict and confrontation in interpersonal
relationships. In addition to examining different confrontation
stra-
tegies (win-lose, lose-lose, and win-win), their potential impact,
and
some of the skills necessary for "fair fighting," part
of the training
this year urges Interns to work through a real
conflict with another
Intern. While there is usually quick acceptance
of the theoretical
presentations, there is an initial phase of anxiety
in getting person-
ally involved. However, once the anxiety is
dealt with and the Interns
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become involved, there is a great deal of support for the experience.
This dual process of both personal experience and theoretical perspec-
tives will hopefully allow the Interns to work in their discussion
sections with greater insight and understanding of the dimensions and
implications of the material being presented. Also, if the Interns feel
more comfortable with the reality of confrontation, this openness and
comfort can be used to increase the openness and willingness to experi-
ment on the part of the discussion members.
With the determination that it is essential for the Interns to
focus more extensively on themselves, the program has attempted to move
in this direction with this year's (1974/75) training program. More
time is being spent in the training group discussing relationships and
how they reflect the dimensions being presented in The College Experi-
ence. Although this year's program has not progressed far enough to
produce any firm conclusions, one marked difference from previous years
is an increasing amount of caring, direct feedback being exchanged
between Interns. Hopefully, this increased sharing will assist the
Interns in examining in further detail their personal styles. Another
outcome is that Interns are demanding increased time for this examina-
tion. As stated above, this increased openness to self-examination
will
spin off into a greater openness and sharing in the discussion
sections
of The College Experience . This shift in training
emphasis from
primarily an examination of the delivery of service to a
more balanced
approach including personal relevancy is the most
significant change
which developed out of the study (presented in Chapters
IV and V) .
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The remainder of this chapter consists of eight fundamental guide-
lines which grew out of, or were reinforced by, experience gained from
the Internship. In addition to these eight, it is possible to extract
many more learnings from this paper. In writing the previous chapters,
an attempt was made to spell out as clearly as possible the reasons and
assumptions of the actions carried out as well as the results of these
actions. A review of the areas of particular interest to the reader
will highlight these learnings. It is expected that all aspects of this
experience, and particularly the eight points presented below, will, in
different combinations and in conjunction with other factors, aid the
author in making the appropriate interventions in the future.
1 . Psychological education is seen by a significant number of
first year students as a valuable area for exploration and personal
growth . All of the data that has been gathered, both formally and in-
formally, strongly supports the position that students welcome the
opportunity to explore their interpersonal styles and also the issues
which constitute life-planning (Appendix C) . This would indicate the
need for educational systems to provide a process through which students
could deal with their present life situations in a manner which would
increase their ability to respond appropriately in the future. This is
one of the great challenges facing today's educational institutions.
The capacities and technologies have been developed to begin
to aid
students in becoming psychologically mature adults, and there
is a
responsibility both to these students and to present and future
societies
to act on these capabilities. It is almost certain,
however, that such
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a movement will meet with strong resistance in that it would act con-
trary to much of education's present operating style. The following
seven guidelines all move in this direction, and they support the devel-
opment of policies aimed at the growth of students.
2
- The primary basis for a program should be the real, felt needs
of the consumer
. This is not a new or unique position, but one which
is basic and whose validity has been reinforced through this program.
The Internship and The College Experience are based on what Dr. Slovin
heard and observed as he worked with first year students who were inter-
acting with their environment.
3 . The consumer must have a lucid idea of what is being offered
and have a clear opportunity to make an informed choice as to its appro-
priateness . It has been found to be extremely important both in the
selection of Interns and in working with students who register for The
College Experience to state clearly what is and is not being offered,
and also what are the students' responsibilities (Appendix B) . This
clear statement is crucial both for the satisfaction of the students and
the success of the program. If a program is negligent in this respect
it will return to "haunt" it as students see their expectations being
violated. One implicit position which grows out of this is that the
program cannot be mandatory. If students are forced to participate,
their responsibilities, inherent in choice situations, are negated and
their part in making the experience meaningful is open to question. The
outside influence of a mandatory requirement is constantly present and
is counterproductive. In the ideal, a program should be flexible
enough
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to meet a wide range of differing needs, yet it has been found that this
range is never wide enough; it is essential, especially when working
with a large group of people on a part-time (3 credit) basis, to state
the limits.
4 . If a program uses a learning process different from the pre-
vailing process of the environment, it is essential to clarify the dis-
tinction . One issue which became very clear during the first semester
of The College Experience was that this process was very different from
that of most courses. When this difference was not made clear at the
outset, students would become annoyed as the course moved further away
from the teaching/ learning style which they were familiar with. On the
other hand, a clear presentation of a different process is difficult
even when done well . Even when this difference was presented in great
detail, the students did not really understand what was to come, yet the
expectation of change was established and occassionally an air of adven-
ture was generated. There are two possible approaches for directly
dealing with the gap between a new process and the one which is the
current norm. The first is to make the difference clear and then simply
to "take the plunge" and move directly into the new process. Predictably,
the outcome of this approach will be that a number of students
will do
fine, a number will be confused and drift between involvement
in the
process and confusion, and a number will be unable to make
the shift.
The percentage of students within each group depends on
the skills of
the teacher, the attitudes and skills of individual
students, and the
comfort level created. One crucial question which
must be asked is
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whether or not the students who have the most trouble with the switch
in learning styles are also the same individuals who have the greatest
need to learn from the experience.
A second approach is to build gradually, in successive approxima-
tions, from the prevailing learning process to the one which is being
introduced. In this way transitional designs are developed which allow
the student to remain anchored in the familiar while experimenting with
the new. For the most part this is the model adopted in The College
Experience and the Internship. The Interns begin planning their dis-
cussion sections with Dr. Slovin and the author, move to a more colla-
borative process, and finally move to where each pair of Interns plan
their own. In The College Experience
,
the first part of the student's
contract calls for required readings, attendance, and then moves toward
a choice of readings and a more self-defined independent project. In
addition, in the discussion section there is movement from issues gener-
ated by the Interns to those generated by the group.
Similar to the first approach, this one also leaves a number of
students lost and isolated from the process, yet because of the gradual
movement the percentage is probably smaller. This is not to say that
the second approach is always preferrable since it is time consuming and
can be frustrating to those who wish to "move on." The decision of what
combination of the two is desirable is one which the instructor must
make based on goals, time available, and other situational variables.
5. Just because you tell somebody something, it does not
mean they
hear or understand. This statement is probably the simplest
to state and
100
justify, and yet the most difficult to truly accept. Repeatedly, it has
been seen that something that was thought to be presented clearly and
effectively was not taken in. Even with a strong understanding of the
communication process it is easy to forget the amount of energy neces-
sary to stay in contact. It is crucial to make certain, through direct
confirmation, that each person is being understood and is understanding
others
.
6. Using undergraduates as the person power for the delivery of
educational services to other students can be valuable both to the
students providing and receiving the service . The overwhelmingly posi-
tive response by students in The College Experience to the facilitating
and teaching abilities of the Interns strongly supports the position
that students can help each other learn. In addition, the Interns find
their experiences in the discussion sections to be the most rewarding
aspect of the program, and often the place where most of their learning
occurs
.
This method of using undergraduates in teaching positions creates
a vastly wider perspective on the shape of educational systems. It is
a strong suspicion of the author that it would be to the benefit of
every educational system (from pre-el ementary through post-doctorate)
,
and to the clients being served, for the students to be involved in
this
manner. This pro-active involvement would lead to a higher level of
commitment and more relevant learning.
7. In evaluating the appropriateness and effectiveness
of any
educational program or delivery system, it i s essential to
gather dat a
from numerous perspectives. Through a sincere effort,
the codirectors
101
of this program have taken considerable time and energy to gather data
about the Internship and The College Experience
. While much of the
information indicates trends and outcomes, the final conclusions are
usually a longer list of questions than that which initiated the study.
For example, with respect to the Interns, some of the questions
which have arisen are:
What are the long-term effects of the program on the Interns?
How can productivity of the specialty groups be improved?
What would be the effect of more directive or non-directive
leadership?
What types of students are attracted to the Internship?
Which types of students benefit most from the Internship?
Some of the questions which have developed with respect to The
College Experience are:
What are the long-term effects, if any, of the course?
Does the course result in any behavior change for a signi-
ficant number of students?
Is The College Experience attractive enough to the students
who could benefit most from it?
What about the students who just sit in their rooms?
What would a follow-up to this course look like?
The process of using standardized instruments, such as those
employed in the study, has been found to be particularly vague. In
examining Chapter V, it becomes very clear that there is often
a dis-
crepency between the data generated by the instruments and
the self-
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reports of the Interns; this discrepency is open to a wide range of
interpretations. Even in the isolated use of these instruments, there
is a deep vagueness in understanding any movement or lack of it. For
example, on the instrument (I.R.R.S.) where Interns rated their inter-
personal competencies
,
there was no movement on the pre- post- examina-
tions. Is this because the Interns did not grow? Or did this occur
because as they gained skills their appreciation of the potentialities
of interpersonal competencies also expanded, and they therefore did not
rate themselves any more competent? These two conclusions, both pos-
sible interpretations of the data, are very different. The first states
no growth, while the second acknowledges growth in particular skills and
in the appreciation of the potentiality and intensity of these skills.
This second perspective is of a wider scope than that covered by the
test, and it therefore overshadows the questions the Interns responded
to. It is this vagueness described above which is generated by much of
the data obtained by these types of instruments. This is not to say that
they are totally without worth, but rather that there are some strong
limitations, and that there is the necessity to examine the data gathered
from a number of perspectives.
One important procedure which would add an important perspective to
an evaluation process is the direct measurement of behavior through the
use of video tapes. While this approach is not complete unto itself,
in
that it is still essential to use self-reports, it does allow for




8. Students have an amazing amount of energy and commitment when
they become involved in programs where they have some real responsi-
bility and find personal meaning
. It has taken the better part of three
years for this author to really understand the enormous amount of com-
mitment which students bring to the Intern Program. While the manner
in which Interns express their commitment varies from individual to
individual, a full 90% of those involved spend endless hours thinking,
talking, writing, and reflecting on their experiences. The author
believes there are two basic reasons why this involvement develops. The
first is that the Interns are given very real responsibilities through-
out the year. They become the core teachers of The College Experience
,
shape their training program, and are responsible for the perpetuation
of the program. This position is in marked contrast to traditional
educational systems, where the student is robbed of all proactive
responsibility.
Secondly, since the Internship is a large and primary focus for a
student’s academic year (12 credits per semester), it allows for a
concentration of energy. In the traditional model, those twelve credits
would constitute four different courses and require students to arti-
ficially divide their thinking and commitment.
Based on the situations encountered in developing the Internship
and in working with it on an ongoing basis, it is the author's
strong
expectation that individuals or organizations wishing to develop
similar
programs would greatly increase their potential for success by
adhering
to these eight guidelines. If there is a maximum effort
placed on meeting
the felt needs of students, if options are made
clear, and if students
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can be viewed and used as teachers as well as students, programs will
develop which will aid them in becoming increasingly competent in the
development of satisfactory interpersonal relationships, and in using a
decision making process which will more likely lead to a meaningful life.
This process of making psychological education an explicit, rather than
implicit, aspect of education, will allow us to evaluate our approaches,
make informed decisions as to the appropriateness of various undertakings,
and most importantly, increase the worth of our services many fold, both
to individuals, and to the general society. In this time of conflicting
priorities, with an unclear picture of the future, and an ever increasing
rate of change, it is essential that higher education aid its students in
not only having the knowledge, but also the competencies and self-awareness
necessary to establish meaningful lives.
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Undergraduate Internship in Student Development
The purpose of this paper is to present the rationale, format and
objectives of a proposed educational alternative for undergraduates at
the University of Mas sachusetts /Amherst . Students would become involved
in didactic and experiential training focused on the development of per-
sonal and interpersonal competencies in themselves and their peers. The
proposed year-long internship would include supervised field experience
in developing and implementing educational and counseling programs on
awareness of sources of psychological stress and alienation (e.g., tran-
sition to college, racism, sexism, living conditions), effective and
meaningful interpersonal communication, learning how to learn and life
planning. Interns would receive academic credit and a stipend.
Rationale
One of the major purposes of the undergraduate internship is to
provide an opportunity for students to become involved in a somewhat
unique learning experience which is similar to the VISTA and
ACTION
programs. The educational rationale underlying the proposed
program is
based on the ideas of a number of prominent educators
and behavioral
scientists (Bandura, 1967; Bruner, 1960, 1967; Katz, 1968;
Maslow, 1968
Mogar, 1969; Mosher and Sprinthall, 1971; Rogers, 1969;
Sanford, 1967;
Skinner, 1968; Thoresen, 1970; Wight, 1970). The
proposed approach to
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learning has been characterized as process education (Cole, 1970). The
primary focus is on " learned capabilities" (Gagnd, 1968), statements of
"what the individual can do," personal and interpersonal competencies
rather than entities of verbalized knowledge. The justification for
process education is perhaps best stated by Cole (1970)
:
First, the world of the 20th century is changing so fast it
is impossible to predict what knowledge and information stu-
dents will need. Therefore, it is appropriate 'to help the
student acquire generalized intellectual abilities and skills
which will serve him in many new situations' (Bloom, et. al
.
,
1956). Second, the store of knowledge is so vast that it is
impossible to instruct the student in anything but a small por-
tion of what is known. The only feasible approach is to help
the student acquire some of the more relevant and central in-
formation and those intellectual skills which will enable him
to adapt and expand this limited knowledge acquired in his
formal schooling. Third, the acquisition of essentail intel-
lectual skills insures an individual who can successfully
solve problems and this leads to a healthy and productive per-
sonality. Fourth, intellectual skills are more widely appli-
cable than knowledge. If we wish what the student learns to
exhibit broad transfer to all realms of his experience, then
by definition we must be concerned with the promotion of in-
tellectual skills. Fifth, intellectual skills are more per-
manent than other types of learning. It has repeatedly been
demonstrated that information which is learned is subject to
rapid extinction, but that intellectual skills are frequently
life long. Gagnd uses all these arguments as justification
for the promotion of process or intellectual skills and adds
at least one more consideration. He points out that infor-
mation can be and usually is recorded somewhere. This means
information can be 'looked up' and hence acquired very easily
when it is needed.
Another goal of the proposed internship is to involve students in
the delivery of human services which focus on the educational and
de-
velopmental concerns of their peers. A number of professionals
con-
cerned with community approaches to student development on
the campus
have pointed to the necessity for greater student
participation in the
planning, delivery and evaluation of services (Banning,
1971, Bloom,
Ill
1971; Falk, 1971; Kalafat and Tyler, 1971). There is considerable agree-
ment among them that priority be given to the developmental concerns of
freshmen (Huston, 1971; Katz, 1968; Sanford, 1962). Providing opportu-
nities for these students to cope with developmental crises in produc-
tive ways which capitalize on their personal resources and initial en-
thusiasm was recommended by a committee on the student in higher educa-
tion (Hazen Foundation, 1968).
Educational Format
Trainees would have an opportunity to choose six credits from
among a list of selected courses (e.g., Human Development 370 or 380;
Psychology 201, 230, 263, 270, 280, 311, 365; Public Health 123, 302,
305, 311; Sociology 256, 258). The training (12 credits) and supervised
field experiences (12 credits) would account for the greatest number of
academic credits. The specific course numbers associated with these
credits will be dependent upon departmental faculty evaluation of the
proposed internship as a valid and relevant learning experience for the
fulfillment of requirements in a particular field of study (e.g.. Educa-
tion, Human Development, Psychology, Public Health, Sociology, Bachelor's
Degree with Individual Concentration)
.
Interpersonal Competence
One of the hallmarks of the proposed training is the
focus on the
improvement and development of specific interpersonal
skills. As an
example, Ivey and his associates (1971) have
demonstrated that a basic
response skill in interpersonal communication, namely
"attending beha-
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Evaluation of the Proposed Educational Program
Evaluation will be an important component of the design of the
proposed experience. Interviews, self ratings, ratings by others, stan-
dard personality tests (Jackson, 1965; Rotter, 1965; Shostrom, 1968;
Shutz, 1957), measures of empathy and counselor effectiveness (Carkhuff,
1969; Ivey, 1968) and tests of knowledge will be utilized to evaluate
the learning outcomes of the internship. The evaluation will be direc-
ted by the same staff member who will supervise the intern's research
experience.
Instructional Staff
Counseling Center staff will have the primary responsibility for
designing, coordinating and implementing the internship program. It is
anticipated that a number of additional staff and faculty (e.g., CDHR,
Mental Health, Health Education, Psychology, Public Health, Human Devel-
opment, Sociology), by presenting guest lectures, leading group discus-
sions, offering input on relevant instructional materials, evaluative
instruments, experiential approaches, etc.
Selection and Stipend
Any undergraduate student who is currently a sophomore may apply
for the internship. A special effort will be made to recruit
students
from minority groups. Prospective interns will be interviewed
by staff
of the Counseling Center. The selection criteria will
include a con-
sideration of the learning goals of the intern, interpersonal
skills,
sense of humor, initiative and supporting recommendations
from faculty
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membership (Alinsky, 1971; Brown, 1966; Cleaver, 1968). They could be
encouraged to attempt to bring abou change in certain personal behavior
patterns (e.g., the amount of time spent studying, eating, smoking, posi-
tive self evaluation) as a means of understanding experientially the
dynamics of behavior change and learning how to learn (Bandura, 1969;
GagnS, 1967; Jones, 1967; Magen, 1966; Schoonmaker, 1971; Volks, 1970).
Trainees could examine in detail their own life planning through inter-
views, tests and group meetings (Blocker, 1966; Cronbach, 1969; Crites,
1969; Hall and Lindzey, 1970; Madison, 1969; Osipow, 1968).
Research Experience
It is anticipated that interns will receive some training in re-
search methodology, particularly as it relates to collecting and analy-
zing data on the developmental concerns of students, sources of psycho-
logical stress, evaluations of workshops and other programmatic efforts,
attitudes toward living environments, etc. Thus, the trainees would
carry out an investigation of some aspect of student development. This
part of the internship would be designed and supervised by a counseling
center staff member whose major professional interests are in the area
of research methodology.
Grading System
A contract grading system will be utilized. The interns will con
tract with the instructional staff to work toward specified learning
objectives. Grades will be based on the accomplishment of these agreed
upon objectives.
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or staff. Priority will be given to students considering careers in the
area of human services
.
Interns will receive a stipend covering the cost of room and
tuition for an academic year (approximately $1,000). Since the devel-
opmental concerns of freshmen are a primary focus of the internship,
applicants who are able to participate in the summer counseling program
will be given priority in the selection process. An additional $450
plus room and board for the months of June and July will be the stipend




Psychology 190 - ELEMENTS OF THE COLLEGE EXPERIENCE: INTERPERSONAL
RELATIONS AND PLANNING FOR THE FUTURE
Instructors: Ted Slovin, Allen Greenbaum, and staff
Our goal for the course is actually a little more than what the
title suggests. The course will provide opportunities for you to
develop and improve your understanding in the areas of learning about
yourself, interpersonal relations, and decision making, and to use that
understanding in planning your future. We will focus on the application
of psychological concepts and processes (i.e. behavior modification and
personality change) to your development of such "learned capabilities"
as attention, listening, self-expression, values clarification, and
problem solving. An emphasis will be placed on "what you can do"
(both personally and interpersonally) to get from yourself and your
education,- what is needed to identify and accomplish your goals.
Our approaches will include discussion groups, readings, and
frequent use of audiovisual material. A group of concerned undergraduates
involved in a student development internship will organize and
facilitate the weekly discussion sessions.
This is an experimental course and we will be very interested
in receiving student feedback as to whether or not we are
relevant and
successful in accomplishing our objectives. So let's talk and listen




AN INTRODUCTION TO PSYCH 190 or WHAT WE'RE ALL ABOUT:
We would like to take this opportunity to explain, as fully as we can,
what Psych 190 is going to be about. The reason that it is so important
that we present this and you read it, is that this course is probably very
different from the large majority of courses you have taken or heard about.
The content of this course is based on studies of freshmen coming to
college. One point all these studies have in common is that the freshman
year is a time when there is a great deal of stress placed on the individual
and the probability of change is very high. We have therefore designed this
course with a focus on two areas where freshmen are likely to experience
confusion and the potentiality for growth. These areas are:
relating - how each of us relate to ourselves, the people around us, and
some skills we might use to improve these relationships
' planning for living - examine our lives and how we can have maximum control
over our futures.
We do not, even for one minute, think that this course applies to every
one, or possibly the majority of students, but we are certain it applies to
a significant number of you. If you don't feel that the 2 areas mentioned
above will be things you will be interested in this semester ... .please don't
take this course.
Next we would like to take a few sentences to talk about how the course
will be conducted. The course will be separated into two sections--the
large group meetings and the discussion sections.
In the large group we will present some of the theories from the areas
listed above. We will also use experiences, exercises, films, and anything
else we can think of, to give you a background to each of the areas.
In the discussions we will do exercises which will focus on your abil-
ity to use the skills we introduce. Through these experiences we will look
at how you relate to others and how you make decisions. We will also con-
centrate on how you can improve yourself in these areas. When we say con-
centrate on you, what we mean is that the structure will call upon you to
look at your life, what you do and don't do, and what you would lj.ke to do.
This is not going to be a sensitivity training or therapy group and it is
not going to be a class where you talk about something far away from your
experience--it ' s something in the middle.
It is our hope that through the sharing that will occur in the discus-
sions people will get to knpw each other and support each other in the
ups
and downs of the college experience.
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If one looks at this course from the Goodyear blimp (an overview) --
this is an experiment in experiential learning. We believe that there is
a wealth of untapped knowledge and wisdom in every person sitting in this
room. In this course we want to take some of this wisdom, look at it and
see how we can use it.
Before you decide we would like to share some of the criticisms to
this approach to learning. It will probably be frustrating--we are not used
to looking into ourselves for answers, we have been taught to look towards
others. This means it is a new, and at first difficult experience. A second
criticism is that you may leave this course without having learned anything
concrete. Since this is not a course with a rigid subject matter, like a
course in personality, or Freud, we cannot tell you with any sense of cer-
tainty, exactly what you will get out of this experience. So, if you really
can't stand frustration or uncertainty, don't take this course.
After reading the criticisms of the course, you may wonder why you
should stay? Because it is a course about you and will give 'you the oppor-
tunity to learn about yourself and ways for you to deal with your world. We
believe that with a little dedication this can be a meaningful experience
for you. Again, we want to stress, this course is not for everyone--but it
may be for you.
THERE ARE TWO THINGS WE THINK YOU MUST DO TO MAKE THIS A MEANINGFUL EX-
PERIENCE. FIRST YOU MUST ENTER IT WITH AN ADVENTUROUS SPIRIT AND A DESIRE
TO PUT AS MUCH OF YOU INTO IT AS YOU CAN.
THE SECOND THING YOU MUST DO IS INTEGRATE THE THEORY PRESENTED IN THE
LARGE GROUP WITH YOUR EXPERIENCES AT THE UNIVERSITY AND WITH WHAT IS HAPPEN-
ING IN THE DISCUSSIONS. THIS IS A TASK WHERE WE CAN ALL AID EACH OTHER, YET
ULTIMATELY RESPONSIBILITY FALLS TO EACH INDIVIDUAL.
We hope we haven' t scared you off with this introduction. (The course
really isn't scary at all!) Take your time, sit down and think about it--
read this again, then decide. If you decide you want to give it a try,
great --welcome aboard, and we're sure we're going to have a meaningful ex-
perience.
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Since your college experience belongs completely to you, nnd since grades
are a part of this experience, we want you to be responsible for what your
grade for Psych 190 v;ill be. A grading contract like the one below is an
attempt to establish a written agreement between instructor and student.
It calls for a mutual commitment where the responsibilities of the student
are fully explained. In addition, the contract allows the student to choose
the grade he or she wants to work for, and describes how, during the course
of a semester, the student can change his or her mind about the amount of
work to be completed.
The student and instructor agree to abide by the spirit of this contract
and to discuss any questions or difficulties which arise.
Responsibilities of the student:
For a grade of "C 11 - Attendance and participation at the discussion
sections and large group meetings; the keeping of a journal; reading
i the two required texts and handouts, and doing any weekly assignments.
For a grade o f n BM - The above, an additional book, 'and an independent
project
.
In the case of high quality work the instructor may raise a student's
grade by a half or whole grade.
For example, high quality work may take the form of active participation
in the discussion section, or committment to the journal, or a high quality
project.
Similarly, in the case of extremely low quality work, the instructor nay
lower a student's grade by one-half a letter grade or return the
assignment
for revision. Thus a student who submits the work required for a
B will
be given at lowest a BC and may be upgraded to an AB or A.
The instructors (discussion leaders) will be available to discuss
projects













that grow out of this course (or anything else you
would like
share). Written in a loosoleaf notebook and handed in
every other week








which is related to this course
and you^coHege experience. This project can be
approacehed and presented an a









If you want an "A" or "B" in the course,
your thiicl book. This list is not meant
place to help you find a book of interes
here is a list of suggestions for






Rule s for Radical s .
Berne, Eric, Games People Pla v.
~
Berne, Eric, WTiat Do You Sav After You Sav Hello.
Berry, Wendel, Hidden Wound
.
* ’
Davis, Angela, I f They Care in the Morning
.
Goffman, Erving, The Presentation 'of Self in Everyday Life.
Gordon, Thomas, Parent Effectiveness Training
.
Greenvald, Harold, Decision Therapy
.
Gregory, Dick, Nigger
Harris, T., I'm O.K. - Yon 1 re O.K
.
Hess, Herman, S iddhartha
.
Jung, Carl, Undiscovered Self .
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Guide to Developing Your Potential
.
Peris, Fritz, Gestalt Therapy Verbatim
.
Piath, Hugh, Rote? to Hvself .
Plathe, Sylvia, The Bell Jar .
Postman, N & Weingartner, C., Teaching as a Subversive Activity
.
Rogers, Carl, Freedom to Lea rn.
Rogers, Carl and Stevens, Barry, Person to Person
.
Roszalc, Theodore, S ounces : Ar, Anthology of Contemporary Materials Useful
for Preserving Personal Sanity While Braving the Great Technological
V7i Idc-rnes s .
Skinner, B. F., Beyond Freedom and Dignity
.
Stalvey, Lois, The Education of a WASP .
What I have Learned: A Collection of Twenty Autobiographical Essays by
great contemporaries from "Saturday Review."
Toffler, Alvin, Future- Shock .
























Chap. 2 and pp. 131-146
pp. 89-95, 101-114, 217-223,240-245
" Part III
Second Required Book - T.B.A.
Project and Third Book Due
An Outline of the Course
Below is a brief outline of the areas to be covered each week. We















Introducion to the Course









University Options and Assertiveness
Goal Analysis
Decision Making
Alternative Lifestyles and Futures
Summary, feedback, say good-bye
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APPENDIX C Total in Class - 105
COURSE EVALUATION N = 95
DIRECTIONS: Be honest. Please read questions carefully.
1) If I found on the first day of classes next semester that Ted Slovin
was to be my lecturer, I would be
a) quite pleased 68 %
b) somewhat pleased 29
c) somewhat displeased 2
d) quite displeased 0
Keeping a journal has been helpful to me
a) strongly agree 36 %
b) somewhat agree 46
<0 somewhat disagree 11
d) strongly disagree 7
Too much work was required in this course for an "A'
a) strongly agree 2 %
b) somewhat agree 17
c) somewhat disagree 45
d) strongly disagree 36
4) The large class meeting helped me to get more out of my college
experience.
5 )
a) strongly agree 21
b) somewhat agree 42
c) somewhat disagree 23
d) strongly disagree 14
It was not clear enough what was expected of me at what time.
a) strongly agree 0
b) somewhat agree 22
c) somewhat disagree 31
d) strongly disagree 47
6) Knowing what I know now, I would still have taken this
course even
if it was non-accredited.
a) definitely 25 0
b) probably 2 ^
c) probably not ^3
d) definitely not 13
The interns in my discussion group expected me to be too personal
and open.
a) strongly agree 1 %
b) somewhat agree 12
c) somewhat disagree 28
d) strongly disagree 59
The course requirements were unrelated to the objectives of the
course.
a) strongly agree 2 %
b) somewhat agree 9
c) somewhat disagree 36
d) strongly disagree 53
I felt more comfortable with the contract grading than with the
conventional system.
a) strongly agree 67 %
b) somewhat agree 30
c) somewhat disagree 2
d) strongly disagree 1
10)
The exercises (from both lecture and discussion groups) were






















The interns in my discussion group tried hard to control the










1 3 ) I got more out of Ted's and Allen's talks than I did from the
exercises they asked us to do in class.
a) strongly agree 8 %
b) somewhat agree 36
c) somewhat disagree 45
d) strongly disagree 11
14) The objectives of this course were made clear to me.
a) strongly agree 62 %
b) somewhat agree 27
c) somewhat disagree 9
d) strongly disagree 1
15) The Interns in my discussion group put
worthwhile responses in my journal.
time and effort into writing
a) strongly agree 80 %
b) somewhat agree 18
c) somewhat disagree 2
d) strongly disagree 0
16) I would have preferred spending more time discussing the assigned
books
.
a) strongly agree 4 %
b) somewhat agree 28
c) somewhat disagree 49
d) strongly disagree 18
17) Bridges Not Walls helped me to relate to people.
a) strongly agree 17 %
b) somewhat agree 53
c) somewhat disagree 16
d) strongly disagree 7
e) didn't read it 7
18) I had trouble applying the material covered in the
large class
meetings to my life.
a) strongly agree 5
y°
b) somewhat agree 19
c) somewhat disagree 45
d) strongly disagree 33
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19) I would recommend this course to a friend, and expect that he will






a) definitely 83 %
b) probably 14
c) probably not 0
d) definitely not 3
The Undergraduate Interns don't have the ability to facilitate
interesting and meaningful discussion sessions.
a) strongly agree 1 %
b) somewhat agree 2
c) somewhat disagree 25
d) strongly disagree 72
The films in the lecture were a valuable part of the course.
a) strongly agree 42 %
b) somewhat agree 45
c) somewhat disagree 12
d) strongly disagree 1
The least worthwhile course requirement was
:
a) attendance 21 %
b) the journal 34
c) the readings 45
My discussion section helped me to get more out of my college
experience so far.
a) strongly agree 53 %
b) somewhat agree 36
c) somewhat disagree 7
d) strongly disagree 4
There was not much agreement between the objectives of the cours*
and what I got out of the course.
a) strongly agree 4 %
b) somewhat agree 11
c) somewhat disagree 31
d) strongly disagree 53
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25) The Interns in my discussion group worked well together.
a) strongly agree 75 %
b) somewhat agree 21
c) somewhat disagree 4
d) strongly disagree 0
26) My 2nd and 3rd books were meaningful to my experience.
a) strongly agree 48 %
b) somewhat agree 42
c) somewhat disagree 7
d) strongly disagree 0
e) didn't read it 3
27) The things that I have done for this course have been just plain
"busywork"
.
a) strongly agree 2 %
b) somewhat agree 7
c) somewhat disagree 37
d) strongly disagree 54
28) This course was a waste of time.
a) strongly agree 2 %
b) somewhat agree 4
c) somewhat disagree 16
d) strongly disagree 78
29) The section on "relating" was valuable to me.
a) strongly agree 45 %
b) somewhat agree 41
c) somewhat disagree 7
d) strongly disagree 6
30)
The section on "planning for living" was valuable to me.
a) strongly agree 30
b) somewhat agree 50
c) somewhat disagree 15
d) strongly disagree 5
31)
How many of the lectures did you miss?
a) none
b) 1 or 2
c) 3 or 4
d) more than 4
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a) A 71 %
b) B 27
c) C 1
d) D or F 1
Compared to my other 3 credit courses
on preparing for this course.
I spent less time and energy
a) strongly agree 7 %
b) somewhat agree 36
c) somewhat disagree 34
d) strongly disagree 23
As a result of this course I am more aware of resources on this
campus to help me.
a) strongly agree 36 %
b) somewhat agree 45
c) somewhat disagree 10
d) strongly disagree 8
If I found
Greenbaum 1
on the first day of classes next
was to be my lecturer, I would be
semester
a) quite pleased 37 %
b) somewhat pleased 40
c) somewhat displeased 19
d) quite displeased 4





e) don’t remember/didn't see it
36) Frank's Film--dealt with life of Frank Morris
a) 40 % b) 42 c) 11 d) 1 e) 5
37) Bill Cosby on Prejudice
a) 55 % b) 30 c) 7 d) 1 e) 7
38) My Life to Live-story of football player
making his own life
a) 19 % b) 33 c) 20 d) 11 e) 16
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39) The Eye of the Beholder--film on multiple perspectives
a) 47 % b) 34 c) 11 d) 4 e) 3
40) Conflict in American Values--slide show
a) 31 % b) 43 c) 10 d) 8 e) 9
41) Dealing with Frustration and Disappointment--slide show on making
your own life
a) 26 % b) 35 c) 11 d) 7 e) 19
42) Creativity slides--puzzles
a) 28 % b) 39 c) 10 d) 4 e) 9

